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ABSTRACT
Administrator Training: Barriers of the
Theoretical/Experiential Process
(November 1975)
Ralph F. Linstra, B.S., The King's College
M.Ed., University of Massachusetts
Ed.D., University of Massachusetts
Directed by: Dr. Atron Gentry
The purpose of this study has been to identify and
analyze "uncontrolled circumstances" of the field site
experience which can limit Trainee success during the field
site process. Specifically, the study collected post-training
perceptions from the participants (i.e. Trainees, On-Site
Supervisors and Project Directors) of the twenty-one univer-
sity Projects funded via E.P.D.A., Part C 1973-1974. The
collection process was a three segment questionnaire which
solicited responses to determine the following:
1. Were there "uncontrolled circumstances"
which limited the Trainee's field site
experience?
If yes, what are they and can they be
categorized as political or institu-
tional training barriers?
2. Do Trainees and On-Site Supervisors
agree that prior exposure to the field
site by the Trainee (e.g. as an employee)
influenced the successful completion of
the "agreed upon" field site objectives?
v
3. What recommendations do Trainees and
Supervisors suggest to improve the
field site training concept?
How do these recommendations compare
with the suggestions by the individual
Directors of university sponsored
Training Projects?
Each study chapter provided the reader with a variety
of information relevant to the study’s focus. Chapter I,
entitled "Leadership Training for School Administrators:
Issues of Review and Barriers to Reform", reviewed current
demands upon practicing School Administrators, the dilemmas
of reforming university sponsored Administrator training
efforts and introduced the study’s purpose and scope.
Chapter II provided a selective review of literature
directly related to the study’s purpose. This review informed
or re-educated the reader on the specific training issues
investigated via this study.
Chapter III reintroduced the study's target popula-
tion and documented the specific conceptualization and
facilitation steps employed by the author in designing and
implementing the study’s three segment questionnaire.
Chapter IV reported and described the study data in
preparation for the study conclusions of Chapter V . This
process included a comparison of response from each study
group to the four Study Questions, the author's subjective
categorization of these responses as political and/or
vi
institutional training barriers of the field site experience
and a comparative summary of the recommendations for change
suggested by each study group.
Chapter V discussed the data collected via the four
Study Questions, documented the author’s conclusions,
recommended specific reform issues for future Administrator
training efforts and suggested issues for additional
research
.
The unique value of this study is that it has
focused upon the post-training perceptions of Administrator
Training Project participants. Their views on the presence
of training barriers during the field site process coupled
with their recommendations for change in the effort to
improve future Projects imply specific reform issues for
training efforts that attempt to blend theory with practical
application
.
Vll
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CHAPTER I
LEADERSHIP TRAINING FOR SCHOOL ADMINISTRATORS:
ISSUES OF REVIEW AND BARRIERS TO REFORM
Performance Demands Require Leadership Training
Today's public School Administrators oversee a
complex webb of organizational responsibility commanding a
greater performance than suggested by the title of "School
Administrator". Traditionally, Administrators are employed
to maintain the organization, to keep it on its predetermined
course, and to be effective and efficient within the estab-
lished framework.'*' This job description is no longer
accurate when assessing the diversity of responsibility
delegated to many of our top school officials.
The school superintendent, in particular, occupies
a unique decision-making position in the organizational
structure of public education. As superintendent, he bears
the responsibility of determining school system policy and
educational direction for the community in addition to the
efficient management of the educational budget. The daily
"*"John Granito, "Preparing School Leaders for
Educational Change," JOURNAL OF RESEARCH AND DEVELOPMENT 5
( Spring 1972 ) : 67 .
2routine often includes the talent for diagnosing educational
deficiencies within the system, the ability to successfully
implement appropriate solutions and the skills to complete
these tasks with a minimum of organizational disturbance
and financial cost.
The daily pressure to complete these tasks with
consistent accuracy is often compounded by public scrutiny
of most administrative decisions. In recent years, public
discontent has escalated on a variety of traditional as well
as innovative educational issues. Specifically, the direction
and quality of America’s public education systems have been
9the focal points of most public criticism. Despite the
fact that teachers as well as Administrators are equally
challenged on these issues, the chief Administrator ultimately
shoulders the task of defending the specific issues or
practice. His knowledge of current educational philosophy
and his ability to convey those concepts to the community
may well determine his future and the quality of the educa-
tion within that school system. Consequently, since many
School Administrators rarely administer in isolation but
2 See James Coleman, Equality of Education Opportunity
(Washington, D.C.: U.S. Government Printing Office, L1966 J )
;
U.S. Commission on Civil Rights, Racial Isolation in the
Public Schools (Washington, D.C.: U.S. Government Printing
Office, L 19 67 J )
.
3rather work together as a decision-making team,
3
it appears
imperative for all Administrators, especially superintendents,
to conduct a continuous extensive search of educational trends
among colleagues and at University levels.
The search for administrative training has lead to
cooperative training programs among university theorists and
practicing School Administrators. Many of these university
sponsored united training efforts are investigating a variety
of training alternatives searching for "trainable" components
which are responsive to the performance demands of public
School Administrators. These components are not easily
defined but are generally referred to as "leadership skills".
Within that context, the skills and competencies to initiate,
implement and facilitate positive educational change have
recently emerged as critical instructional agendas of major
. . . . . 4
universities and federal funding agencies. This recent trend
(i.e. the training of "managers of educational change") is
not to be construed as an inclusive description of "leadership
skills" but rather as the most recent illustration of the
3
E . L . Dejnozka
,
"Training School Administrators some
.
suggestions for Improvement," The Peabody Journal of Education
47 (January 1970): 243.
4 See Chapter II "A Selective Review of Literature"
for a review of the history of administrator training programs
and the administrator's role in educational change ; Appendix
A, which includes a summary of all twenty-one administrator
training projects funded under E.P.D.A., Part C 1973-1974
"Training Managers of Educational Change"
.
4extensive search by America's top educators to continually
redesign and clarify the specific components related to
leadership in public education.
Training Reform: A Critical Issue
The cooperative effort to identify "trainable"
components of the elusive "leadership" concept has resulted
in the review of traditional training practices. Specifically,
as the leadership skills are localized, in terms of worth
and definition via practical and theoretical research, the
applicability of current training program emphasis to train
those concepts often becomes a focal point for controversy
among academicians. Quite often, the range of professional
disparity include issues from Trainee recruitment to the
• 5
necessity and methods of periodical training evaluation.
The inherent value of the review is that reform of
traditional, sometimes outdated philosophy, is the end
product. The most significant example of this point has
been the shift, since the mid-fifties, of training program
content at many university sponsored training programs. As
c
See D.Brandewie, "The Preparation and Development
of Secondary School Administrators: A Summary," NATIONAL
ASSOCIATION OF SECONDARY SCHOOL PRINCIPALS BULLETIN 56
(March 1972): 27; W.M. Martin, "New Developments in the pre-
paration of Educational Leaders," PHI DELTA KAPPAN 54
(September 1972): 26.
5the School Administrator continued to be viewed as an applied
social scientist, in terms of decision-making and problem-
solving, the program content shifted from technique-oriented
subjects to theory-based substance related to the social
science disciplines (e.g. sociology, social psychology,
economics, political science and anthropology).^ The change
which occurred in this one particular aspect of administrator
training reflects only the beginning of total training
reform.
Complete review and reform of administrator training
programs is a complex process since it often involves more
than one organizational structure. During the introspection
process, each contributing system may uncover certain organi-
zational practices which were appropriate in achieving pre-
viously accepted goals. However, these same goals may now
limit or sacrifice growth for the entire system requiring
decisive action for change. It is understandable that this
decision to change is sometimes a barrier to training
reform. Since the change decision is usually the responsi-
bility of the training program administrators familiar with
the traditional practices, the decision to change from
"comfortable" behavior to new and sometimes untried practices
which may or may not improve the current system is somewhat
R
W.M. Martin, "New Developments in the Preparation of
Educational Leaders," PHI DELTA KAPPAN 54 (September 1972):
26.
6of an organizational gamble. Consequently, future reform in
the preparation of Public School Administrators will require
years of research and objective "risk-taking” training leaders
to implement appropriate training methodology.
Purpose of the Study
At this juncture in the training reform process there
are two training issues receiving a concentrated effort of
re-examination and research. The first issue involves an
evaluation of the "field experience" to properly prepare
Administrators for the rigors of public education. This
reform issue is not new but continues to warrant additional
research as leaders in educational administration recognize
the need for Administrative Trainees to apply their theoretical
training within a reality environment yet continue to disagree
7
on emphasis. The second issue is a relatively new research
effort. Specifically, educators are attempting to identify
barriers of training programs, in terms of organizational
traditions, professional bias, minority exclusion and others
o
yet to be identified, which can severely limit the diversity
7
D . Hodgkinson
,
"A Practical Program for Preparing
Administrators" EDUCATION CANADA 11 (March 1971): 19.
^See Chapter II, "Historical, Political, and Insti-
tutional Problems in Administrator Training", for a brief
review of identified training barriers.
7of the trainee talent pool and the degree of trainee success.
Although these two training reform issues may appear
to be unrelated, the author has determined via first hand
experience that there are political and institutional factors
which can act as training barriers during the field site
segment of a training program. This personal experience
coupled with similar perceptions of his training colleagues
lead to the formation of this study. 9 Therefore, the pur-
pose of this study is to identify and analyze "uncontrolled
circumstances" of the field site experience which can limit
the Trainee's success, as perceived by Trainees and their
On-Site Supervisors (i.e. School Administrators), during
the field site process.
Specifically, the study collected post-training
perceptions from Trainees and their On-Site Supervisors
via a three segment questionnaire which solicited responses
to determine the following:
1. Were there "uncontrolled circumstances"
which limited the Trainee's field site
experience?
If yes, what are they and can they be
categorized as political or institu-
tional training barriers?
9 See Chapter III, "The Study Genesis", for a review
of the events leading to the study development.
82. Do Trainees and On-Site Supervisors
(i.e. School Administrators) agree
that prior exposure to the field
site by the Trainee (e.g. as an
employee) influenced the successful
completion of the "agreed upon" field
site objectives?
3. What recommendations do Trainees and
Supervisors suggest to improve the
field site training concept?
How do these recommendations compare
with the suggestions by the individual
Directors of university sponsored
training projects?
Hopefully, the post-training data collected via this
study will assist the internal review and reform process of
administrator training by providing new perspectives on the
issues of barriers to training and the blending of theory
with practical experience.
Scope of the Study
Due to the purpose of this study, the twenty-one
universities funded under E.P.D.A., Part C 1973-1974 were
selected as the target population for the investigative
study. This selection was based on the following criteria:
1. The Federal Guidelines of E.P.D.A.
that instructed each funded insti-
tution to incorporate a "field site
experience" in the training process.
10A11 references to Federal funding requirements
unless otherwise documented were taken from the Federal
Register
,
1973: No. 114.
92. The
. availability of the individual
project data (e.g. original proposals,
quarterly reports) and the tutorial
assistance of Dr. George Bryniawsky,
University of Massachusetts Project
Director and member of the internal
project evaluation committee. ^
3. The author's familiarity with a
training process via one E.P.D.A.
project's approach.
Regarding program content, the funded institutions
were instructed to focus their training efforts on preparing
"managers of educational change". Within that context, pro-
jects could emphasize specific categories of managers, such
as :
1. State or local educational personnel
2. Staff or line personnel
3. Bilingual, career or special education
personnel
4. Building principals or Central Office
personnel
In addition to the guideline requiring the develop-
ment of "managers of educational change", the bulk of
fellowship allocations were granted to institutions that
stressed disciplines of management, organizational behavior,
education, modern management knowledge and the field experience
techniques in their training project. Consequently, the
institutional proposals were judged on the following
11Chapter III, "The Study Agenda", for a review
of the two-fold purpose of the study instrument.
10
criteria:
1. The quality and adequacy of the proposed
design
.
2. The quality of the theoretical base of
the training activities.
3. The quality of the field experience.
4. The degree of intergration of inter-
disciplinary aspects of the program
and of the training and field
experiences
.
Since the recipients of this training were perspective
or current Public School Administrators, generous stipends
were included in the 5.9 million dollars available from the
Educational Professional Development Act, Part C (Title V
HEA) . The stipends were to be administered as follows:
1. Personnel holding administrative positions
prior to their entry into training received
75% of their salary not to exceed $12,000.
2. Other educational personnel desiring to
become Administrators received $6,000.
Each of the twenty-one funded universities received
not less than fourteen nor more than twenty-five fellowships
and they were distributed on a state quota basis (See Chart
#1 for a listing of the funded institutions).
Study Limitations
Despite the project uniformity suggested by the
federal funding requirements--in terms of focus (i.e.
"training managers of educational change" ) , the incorporation
11
CHART #1
E.P.D.A., Part C 1973-1974: Funded Institutions
Approximate
ff of Fellows
American University
2 o
Atlanta University
2 5
Boston College 12
Fisk University 20
Georgia State University 24
New York University 26
Northwestern University 20
San Francisco State University 15
State University of N.Y. at Buffalo 25
UCLA 20
University of Colorado 25
University of Florida 20
University of Iowa 20
University of Louisville 25
University of Maryland 25
University of Massachusetts 21
University of Minnesota 20
University of New Mexico 21
University of North Dakota 16
University of Virginia 25
Western Michigan University 25
TOTAL 450
12
of a field site experience and the intergration of inter-
disciplinary emphasis within the field experience— pro ject
flexibility was permitted. This flexibility significantly
reduced the size of the study’s target population which was
trimmed from the initial twenty-one institutions funded under
the E.P.D.A. to the final seven study projects.
^
2
In addition, the data was collected with the assistance
of Dr. George Bryniawsky, Director of the E.P.D.A., Part C
1973-1974 training project at the University of Massachusetts.
Dr. Bryniawsky, Dr. Charles Flowers (Fisk University) and
Dr. E. Robert Stephens (University of Maryland) were desig-
nated as the internal review board of the twenty-one funded
institutions. Each of these directors were to construct a
method of final evaluation that would be comprehensive and
supplementary to the efforts of the other review board members.
Although the study instrument represents a complete effort
by the author, Dr. Bryniawsky did include a cover letter with
each institution's instrument package informing each Project
Director that the collected data may provide a basis for
final evaluation conclusions. Therefore, the data collection
process, the percentage of return and the reliability of the
data itself may have been influenced by a certain percentage
of stress.
12 See Chapter III, "The Sorting of Study Returns:
The Final Study Population", for specific limiting details.
13
Finally, the reader should be aware that the author
was a fellow under the project at the University of Massa-
chusetts and may unconsciously prejudice certain portions
of the data interpretation and conclusions.
Definition of Terms
There are four re-occurring phrases throughout
this study which require specific definitions so that the
study will be interpreted in its proper context. Those four
phrases are:
!• field site experience—that portion of
an Administrator training project which
allows Trainees to participate, in terms
of theory application or the developing
of plans and the testing of alternatives
among practicing School Administrators
and University Staff, within a reality
environment
.
2. "agreed upon" site ob j ectives --the goals
and/or agendas between University Staff,
the cooperating School Site Administrators
and the individual Trainee which were
determined, in terms of equal agreement,
prior to the Trainee’s involvement at
the particular school site.
14
3* ''uncontrolled circumstances 1 *
--all
components and practices of univer-
sity sponsored Administrator training
projects (blending theory with field
experience), consciously or uncon-
sciously permitted/employed by the
University Staff and the cooperative
school systems, which can limit a
Trainee's success during the field
application segment of the training
pro j ect
.
4 . "political and institutional" training
barriers - -those "uncontrolled circum-
stances" of the field site experience
which can be subjectively categorized
as political (e.g. personality clashes,
racial and professional biases) or
institutional (e.g. traditional practices
which are outdated, time limitations,
travel allocations) hurdles.
Organization of the Study
Chapter II entitled "A Selective Review of Literature"
focuses upon the four major Administrator training issues
related to the purpose of this study: The History of
15
Administrator Training Programs, The Administrator's Role in
Educational Change, Current Administrator Training Approaches
and The Institutional and Political Factors which inhibit
the success of Administrator Training. Hopefully, this
review informs or re-educates the reader on the specific
training issues and prepares him for the interpretations and
conclusions resulting from this study.
Chapter III The Study Evolution and Implementation"
reviews the variety of factors which directly effected the
direction and design of this study. This chapter is a
critical component in that each of the topics discussed help
clarify the steps the author employed in designing and
facilitating the study instrument.
Chapter IV "Interpretation of Study Data" compares
the post-training responses of the Administrator Trainees
and their field site Supervisors (i.e. School Administrators)
regarding any "uncontrolled circumstances" which limited
the Trainee’s field site experience. These responses are
then categorized as political or institutional barriers of
the field site experience. Finally, the recommendations for
change by Trainees and their Supervisors are compared with
similiar responses by the individual training Project
Directors
.
Chapter V "Study Conclusions and Recommendations for
Administrator Training"
,
reviews the study and discusses its
implications for future Administrator training efforts.
CHAPTER II
A SELECTIVE REVIEW OF LITERATURE
The purpose of this chapter is to examine the
related research on Administrator training so that the study
conducted here can be interpreted in context. Specifically,
the chapter will be concerned with the History of Adminis-
trator Training Programs, the Administrator's Role in Educa-
tional Change, current Administrator Training Approaches and
the Institutional and Political Factors which inhibit the
success of those approaches.
After reviewing the available literature on educa-
tional administration, the chief recipient of such training
is the superintendent
. There are two reasons that may
account for this training emphasis: one, the superintendent
is the all inclusive model of the educational Administrator,
or two, administration on any level lower than the superin-
tendency is but a microcosmic form of that high position.
In any event, much of the literature cited here uses the
same meaning for both terms. Except where clearly unjustified,
this review of literature chapter will continue that practice.
Educational Administrative Preparation:
A Brief History
Educational administration was the subject of little
study, or concern, prior to the beginning of the twentieth
17
century. Very often, the chief Administrators of school
systems (i.e. school superintendents) were not professional
educators. Before 1900 few departments of education
required much coursework—Teachers College of Columbia
University being an acception—and significant study of the
subject was left mainly to master’s and doctoral candidates.
As the century progressed, the few courses in the
organization and management of public schools were gradually
supplemented with offerings "largely a summary of the concrete
practical experience of some former successful school superin-
tendent, now turned teacher in some newly established chair
or department of education." 14 With the influence of former
practitioners, a substantial body of philosophical, theore-
tical, and practical thought began to change the generally
haphazard regard for administrative training into an organized
science. Scattered individual courses gave way to programs
of sequential coursework and a concentration in administration
as a specialization.
By 1930 the serious study of educational adminis-
tration was a issue emphasizing upon business efficiency.
13Calvin Grieder, Truman Pierce, and Jordan Forbis,
Public School Administration (New York: Ronald Press
Company
,
1969), p
.
99
.
14Raymond E. Callahan, Education and the Cult of
Efficiency (Chicago: University of Chicago Press, 1962),
p . 188
.
18
From this perspective, the Administrator was a key functionary
in an organization which included goals, personnel with well-
defined roles, resources provided annually by a public trust,
and a clientele composed largely of working class and first
generation immigrant children. Regimentation and incremen-
talism highlighted the prevailing administrative style and
training of the period. 15
In the late 1940 ? s the state of the profession had
grown to the extent that concern and vested interests led to
the formation of organizations to influence the development
and conduct of educational administration. The National
Conference of Professors of Educational Administration
(NCPEA) was the first such organization to concentrate its
national attention on preparation programs in educational
administration. They expressed early concern for the
importance of improving instructional techniques and methods
include field experience and independent study. At the same
time the National Training Laboratories (NTL) began to
influence traditional Administrator Training Programs with the
15The term "incrementalism" refers to the simple
extension of existing services as a direct result of growth
factors, that is in this case, students.
15 Richard Wynn, Unconventional Methods and Materials
for Preparing Educational Administrators (Columbus; Univer-
sity Council for Educational Administrators, 1972), p. 7.
19
introduction of human relations training and the clinical
approach
.
A few years later two trends emerged which greatly
influenced the direction of educational Administrator training.
The first was the increased emphasis on field experience by
such programs as the Cooperative Program in Educational
Administration and the Administrative Career Program at
Harvard. The second was the availability of funds from the
federal government and private foundations. This Governmental
interest accelerated after the passage of The Cooperative
Research Act of 1954.^ The Cooperative Program in Educa-
tional Administration was one of several efforts supported
by the largest philanthropic foundations in the country
including Ford, Mott, and in this case, the W.K. Kellogg
1
8
Foundation.
More recently there has also been an increased
emphasis in many training programs and in the related research
on the leadership function in educational administration.
This can be attributed in part to the influence of the social
sciences on the program content in administrative training.
] 7
Later expanded substantially by amendments to the
Elementary and Secondary Education Act of 1965 and the Educa-
tion Professions Development Act.
18 See Joseph M. Cronin and Peter P.Horoschak, Innova-
tive Strategies in Field Experiences for Preparing Educational
Administrators (Columbus : University Council for Educational
Administrators
,
1972), pp. 4-13.
20
The entire concept of leadership in administration, though
not new, has certainly taken on new meaning since the social
upheavels of the 1960’s led to both internal and external
examinations of schooling's role in social change. ^ The
next section of this chapter will develop that concept and
show its impact on preparatory programs.
School Administration and The Process of Change
Public schools are subject to the same principles
of change as any organization. This assertion is based on
the common properites of all organizations and the proven
applicability of organizational change theory. The latter
Numerous case studies and analyses for public
consumption emerged from the period. Some of the most impor-
tant and influential include James S. Coleman, Equality of
Educational Opportunity (Washington, D.C.: U.S. Government
Printing Office, [ 1966 ] )
;
Patricia C. Sexton, The American
School (Englewood Cliffs: Prentice Hall, 1967); Charles
Silberman
,
Crisis in the Classroom (New York: Random House,
1970); Paul Goodman, Compulsory Mis-education (New York:
Horizons Books, 1964); Seymour Sarason, The Culture of the
School and the Problem of Change (Boston: Allyn and Bacon,
1970 )
;
and Jonathan Kozol, Death at an Early Age (Boston:
Houghton Mifflin Co., 1967).
2 0 ...
For an extensive treatment of this relationship
see Willis D. Hawley, "Dealing with Organizational Rigidity
in Public Schools: A Theoretical Perspective", a paper
prepared for delivery at the 1971 Annual Meeting of the
American Political Science Association, Chicago, Illinois,
7-11 of September, 1971; James D. Thompson, Organizations in
Action (New York: McGraw-Hill, 1967).
21
is particularly well-documented with regard to educational
administration. Griffiths not only concludes that change in
educational organizations occurs from the top down but also
that it is more likely to happen if the chief Administrator
is relatively new and an outsider. 23" Corwin concurs and
further suggests, with considerable research support, that
administrative commitment is a prerequisite for any successful
change through innovation. He also cites the literature
which emphasizes the importance of participation in change
decision-making to maximize lower level support for it 23
and minimize alienation. 2 ^
The role of the School Administrator as a key
decision-maker becomes more clear when the change process is
21 .Daniel E. Griffiths, "Administrative Theory and
Change in Organizations," in Innovation in Education
,
ed
:
Matthew B. Miles (New York: Teachers College Press, 1969),
pp. 434-435.
22Ronald G. Corwin, Reform and Organizational Survival:
The Teacher Corps as an Instrument of Educational Change,
(New York: John Wiley and Sons, 1973 ) , p . 250; Harvey A . Averch
et al.
,
How Effective Is Schooling? A Critical Review and
Synthesis of Research Findings (Santa Monica: The Rand Cor-
poration
,
1972 ), pp. 97-98 .
Michael Aiken and Jerald Hage, "Organizational
Interdependence and Intra-Organizational Structure," American
Sociological Review 33 (December 1968): pp. 912-929; L.E.
Grenier^ "Organization Change and Development" (Ph.D. disser-
tation, Harvard University, 1965).
24Harold J. Leavitt, "Applied Organizational Change
in Industry: Structural, Technological, and Humanistic
Approaches" in Handbook of Organizations , ed: James March
(Chicago: Rand McNally, 1965 )
.
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considered as a series of planned and initiated activities
or conditions. Bennis identifies the critical function of
the change agent role as one who ’’helps a client system
.
the target of the change ... to apply valid knowledge to
the client’s problems .” 25 The School Administrator is in the
unique position of authority to affect decisions in each area
identified by Frymier as the object of recent educational
change efforts: academic content, structural organization,
instructional methodology, research, personnel, and leader-
2 6
ship. This central role is perhaps described more suc-
cinctly by Brickell:
The administrator may promote—or prevent
--innovation. He cannot stand aside, or
be ignored. He is powerful not because
he has a monopoly on imagination, crea-
tivity, or interest in change—the opposite
is common--but simply because he has the
authority to precipitate a decision. 27
The elements of planned change, as developed by
Bennis, supplement to the change agent concept. Planned
2 5Warren G. Bennis, Changing Organizations (New York:
McGraw-Hill, Inc., 1966), p. 82.
2 6Jack R. Frymier, Fostering Educational Change
(Columbus: Charles Merrill Publishing Co.
,
1969), pp . 11-16.
27 Henry M. Brickell, "State organization for educa-
tional change: A case study and a proposal," in Innovation
in Education
,
ed : Matthew B. Miles (New York: Teachers
College Press, 1964), p. 503.
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change, he asserts is concerned with 1) the identification of
mission and values, 2) collaboration and conflict, 3) control
and leadership, 4) resistance and adaptation to change, 5)
'-^i-liza-'tion of human resources, 6) communication, and 7)
management development. 28 The School Administrator func-
tioning as an identifiable leader works everyday in each
category as a willing agent of implementation for the school
district. Depending in part on the individual’s personal
character and predisposition, the School Administrator also
has wide discretion to be an active participant in the
2 9
change process. How that discretion is exercised is also
affected by professional training. The inevitable source
for school districts and aspiring Administrators is the
professional or graduate school of education and its program
in educational administration. The next section reviews
current Administrator training approaches and the varieties
of field site exposure.
2 8Warren G.Bennis, "Theory and Method in Applying
Behavioral Science to Planned Organizational Change" in
The Planning of Change
,
2nd edition, edited by Warren Bennis
,
Kenneth Benne
,
and Robert Chin (New York: Holt, Rinehart,
and Winston, 1969), p. 65.
o q # .
For further exploration of the leadership variable
in the change process, see Mark S.Peel and Cleo Abraham,
"The Interinstitutional Demonstration As A Tool For The
Improvement of Education," February, 1975; and Richard E.
Walton, "Two Strategies of Social Change and Their Dilemmas,"
The Journal of Applied Behavioral Science , I (No. 2, 1965):
pp. 167-169.
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Current Theoretical and Experiential
Practice of Administrator Training
The range of administrative training programs is as
varied and numerous as the theories which support them. This
section does not attempt to survey those programs or their
theoretical bases. It is purposeful at this point to examine
the major influences, supportive research, and a selected
sampling of training practice. 30
Even the most cursory search of the literature
reveals the fact that there is no one approach to administra-
tive training. The inevitable conclusion is that current
•
. 3
1
programs exist somewhere m a maze. Accumulated evidence
indicates that administrative training has been predominantly
influenced by its historical development as a professional
specialization; that is, professional schools initially
responded via gradulism to the demonstrated needs of practi-
tioners; as former practitioners entered the professional
school ranks, the literature and program content formed the
basis for practice-based Administrator preparation. The
30The author is indebted to the University Council
for Educational Administration whose ERIC/CEM-UCEA Series on
Administrator Preparation provided an excellent source of
opinion and research for the following discussion.
31 .
See Russell T. Gregg, "Preparation of Administra-
tors," in Encyclopedia of Educational Research , 4th edition,
edited by Robert L . Ebel (New York: Macmillan Co., 1969).
25
training’s essential content included practical problem
solving in skill areas commonly required of chief Adminis-
trators. Goldhammer and others found that in recent years
these common skill areas included educational change, teacher
militancy, instruction, administrative leadership, finance,
and critical social issues.
^
More recently
,
Administrator preparation programs
have begun to shift to a discipline-based content. This is
the result of an academic trend to utilize an interdiscip-
linary social and behavioral science approach. It assumes
the school is a small societal organization that mirrors the
complexity of society at large. Consequently, program
content based on this theory requires more varied coursework
in subjects as psychology, administrative theory, organiza-
tional behavior, and research methodology.
Although both the practiced-based and discipline-
based approach have their critics and advocates, consistency
and clarity of purpose has not characterized either. Where
32 .Robin H.Farquhar and Philip K.Piele, Preparing
Educational Leaders: A Review of Recent Literature (Columbu
s
University Council for Educational Administration, 1972 )
,
pp. 5-6.
3 3 Keith Goldhammer, et al., Issues and Problems m
Contemporary Educational Administration (Eugene: Center for
the Advanced Study of Education Administration, University
of Oregon, 1967), p. 11.
^Farquhar and Piele, Preparing Educational Leaders ,
pp. 7-15.
26
the former is often considered too narrow, the latter is
likewise unrealistically broad; while the first typically
lacks any emphasis on conceptualization, the second indulges
in same at the expense of practical skill building. Nagle
found little "research evidence to support the inclusion
or exclusion of various aspects of a preparation program." 35
kogicully there is little reason why academicians
and practitioners cannot intuitively collaborate and produce
a selection of well-defined training approaches that address
Administrator needs. More realistically, however, the
problem is more fundamental:
"The largest distance in the gap between
production and use of knowledge in educa-
tion is between the institution of higher
education as a primary producer and the
public school as a primary uses. Seldom
have these two been able to generate the
working relationships needed to wed their
complementary capabilities. Traditionally
the research community (academic) has not
been able to articulate its interests and
abilities in terms that have both meaning
and practical impact on the myriad problems
on the public school level. On the other
end, teachers and administrators rarely
have had the opportunity, or the flexibility,
to articulate similarly their interests and
needs ."36
3 5John M. Nagle, "Preparing Leaders for Education:
Today and Tomorrow," Trend, 6, 1 (Fall 1969): p. 26.
36
pp. 4-5.
Peel and Abraham, Interinstitutional Demonstration
,
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Administrator training programs may suffer the same
ills as other educational preparatory programs, but they are
increasingly characterized by a unique "relevance factor"
for Administrator Training Programs that transcend the
differences of theoretical program content though its use
varies widely from a brief practicum to a full field study.
By definition, a field experience is a university supervised
activity in a setting outside the university. A related term,
the internship, is an actual work situation usually supervised
by practitioners. The field experience is an integral part
of the formal academic program whereas the internship is a
supplementary activity. Furthermore, field experience
is expressly concerned with planning and analytical skills;
the internship is not. Their differences, though subtle to
the novice, have particular import for the Administrator
Trainee
.
Leading Administrator Training Programs at nationally
recognized colleges and universities provide the substantial
body of research evidence on the value of field experience
application in education. Cronin and Horoschak site the
Harvard and Chicago cases as exemplary uses based upon
37Joseph M. Cronin and Peter P. Horoschak, Innovative
Strategies in Field Experiences for Preparing Educational
Administrators (Columbus: University Council for Educational
Administration
,
1973), p. 1.
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different purposes. 38 Both programs were supported by the
W.K.Kellog Foundation.
Harvard initiated the field experience component to
emphasize the more practical and action oriented learning
situation which bears directly on school improvement while
training practitioners. The clinical experiences backed by
practice-based program content gave Trainees a direct
opportunity to render a useful service to school districts.
This generally took the form of resource and reorganization
studies or surveys. Often Trainees would branch into
community fieldwork related to schooling and educational
problems. The program was designed so that when completed,
it produced a graduate familiar with problem solving and
tempered by experience.
The University of Chicago was a disciplined-based
program which used the field experience as a means to
develop new knowledge and techniques for Administrators.
The program emphasized the social science influence and its
use in developing the administrative sciences. Problem
solving was focused on basic knowledge research or theore-
tical case study in an artificial environment. Evidently
the program was designed more for the researcher/theorist
3 8 Cronin and Horoschak, Innovative Strategies , pp.
4-5. The discussion, unless otherwise indicated is based
upon this source.
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than the practitioner. Consequently the field experience
functioned only as a reality link to a suitable laboratory.
Other examples indicate the range of proliferating
variations and emphases in field experience. Florida State
University promotes an operations research approach for
experiential training. The Center for Educational Leadership
in Newton, Massachusetts uses an organizational development-
human relations approach. The University of Wisconsin
Department of Educational Administration offers an indepth
work experience sponsored by faculty and stressing extensive
experiential evaluation. The University of Florida utilizes
the field-station concept. Trainees are based in a specific
community location and serve as a multiple linkage between
the community, the schools, and the university. At the
Bank Street College of Education, Trainees participate in
one year of intimate classroom and community involvement
followed by a one year placement in an administrative field
. 39position
.
Research to date suggests that field experience is
considered by most Administrator Trainees to be the most
valuable component of their training programs. Moreover,
there is general agreement that some field experience form
33 Jacqueline Rosen and Mary B. Palmer. A Descriptive
Analysis of the Cary Leadership Fellows Program: An Experi-
ment in Training for Educational Leadership ( Columbus : ERIC
Document Reproduction Service, ED 083 180, 1973).
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should be an integral component in every preparatory program. 40
Much evidence has accumulated to establish considerable
dissatisfaction with experiential learning in these programs. 41
The criticism points to a problem of "relevance", i.e. inappro-
priate placement and inadequately defined goals, complicated
by chronic organizational difficulties. Still, there is basic
agreement with Nagle's assessment and conclusion:
"Given the current status of adminis-
trative and learning theory, preparation
programs for school administrators can
be most successful if varied in approach,
flexible in structure, free from institu-
tional dysfunctions, and attendant to the
tasks and responsibilities of an adminis-
trator m both his immediate organization
and the larger society of which that
organization is an integral part. <lL*2
Historical, Political, and Institutional
Problems in Administrator Training
This chapter has thus far examined a wide range of
literature related to the historical development, traditional
and current practices, and the organizational change
40 .Conrad Briner, "The Role of Internships m the
Total Preparation Program for Educational Administration: A
Frontier Perspective," in The Internship in Administration
Preparation
,
ed: Stephen Hencley (Columbus : University
Council for Educational Administration, 1963).
41Cf . Robin Farquhar, "Trends and Needs in Superin-
tendent Preparation," The School Administrator (September
1969): p. 11; Briner, Role of Internships , pp. 567; Jack.
Culbertson and Robin Farquhar , "Methods Employed in Adminis-
trative Preparation," UCEA Newsletter 12 (July 1971) p. 12.
42Nagle, "Preparing Leaders for Education," p. 26.
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characteristics of Administrator Training. It is important
to include in this treatment a discussion of the major barriers
inhibiting further new development and change in training
procedures. In Chapter Three a federally-sponsored develop-
ment effort which involved twenty-one separate projects to
educational Administrators will be introduced as this
study’s focal point. Inhibiting factors common to these
twenty-one temporary projects are manifest throughout most
other programs because with few exceptions the same institu-
tions, school districts, and Trainee pool are involved. In
other words, aside from their special program classification
and funding, the projects involved in this study functioned
in the same context as the more permanent, established pro-
grams of which they were often a part.
To begin with, the institutional participants in
Administrator Training are generally the university or
college with its graduate program curriculum in administration
and the public school system, the site of most field experiences.
Their organizational structures and procedures contain the
bureaucratic nuances, political struggles, and change-resistant
belief systems commonly found in institutions. Goal achieve-
ment is often determined by how well a purposeful effort
survives these factors. Successful change is dependent on the
careful and wise guidance of leadership through the institu-
tional systems predisposed to maintaining the status quo.
32
The Administrator's role in this process has been examined
earlier. Now it is necessary to examine the dominating con-
ditions which pose serious barriers to Administrator Training
while at the same time reenforcing to the institutional ten-
dency to keep everything as is.
The first major barrier is the "Closed System" for
recruiting and selecting Administrator Trainees. Mounting
evidence indicates that educational Administrators are
essentially a homogeneous group. 43 Not only are they male,
white, and well-educated, 44 but they tend to be former class-
4 5room teachers as well.
The traditional pools of Administrator recruitment
encourages selection of personnel within the educational
46
system. The process generally requires an individual to
work up to the higher level, administrative positions via
the ranks--from teacher to department head to principal to
4 3Robert Stout
,
New Approaches to Recruitment and
Selection of Educational~~Administrators (Columbus: Univer-
sity Council for Educational Administration, 1973), pp. 6-7.
44 • •James Coleman, et al., Equality of Educational
Opportunity: Summary Report (Washington, D.C.: Government
Printing Office, 1966 )
,
p. 15
.
45W.G. Patterson, "How to Obtain a Principalship ,
"
Clearinghouse Vol. 44 (January 1970) pp. 310-311; Hawley,
"Dealing With Organizational Rigidity," pp. 24-25.
4
^John Granito, "Preparing School Leaders for
Educational Change," Journal of Research and Development
(Spring 1972) p. 64.
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superintendent. On the surface this type of job progression
may appear logical. After all, who should know more about
how a school system operates than an individual who has held
every decision-making position in the organizational struc-
ture? Unfortunately, selection and advancement decisions are
most often determined by circumstances and policies which
severely limit the range of administrative aspirants and
their professional behavior.
State certification requirements stand as one major
limiting factor in the Closed System. Demonstrated teaching
ability and certification are prerequisites for administra-
tive certification in many states. Permanent teaching certi-
fication can often require two or three years of teaching
before it can be conferred. This means that a potential
Administrator, regardless of Administrator preparation, must
qualify and perform first as a classroom teacher. Two
possible conclusions can be drawn from this practice: first,
it is possible that those who set state requirements believe
that classroom teaching is an indispensible experience for
all educational Administrators; Secondly, it is possible that
the certification criterion is simply a means of professional
exclusion keeping non-teaching professionals or non-educators
from positions in educational administration. It seems that
both conclusions merit more study and attention.
With teaching an inevitable prerequisite, more
34
political factors come into play, primarily those behavior
patterns which are formed when teaching and which typically
merit promotion to or encouragement toward administrative
careers. If there is a striking resemblance between the
thinking of teachers and Administrators, the reason is
understandable anc often userul. If
,
however, administra-
tive leadership resembles classroom leadership, then the
cause and effect are more serious, and negative. Eecause
teachers are -as —ca_ly runctionaires within the school struc-
ture, they tend to convey the importance of compliance, rcu-
•
. . 47tine, and docility. Former classroom practitioners, it is
reasonable to expect, will not appreciably change after
demonstrating a commitment to this role. ^ They will, pre-
dictably, perpetuate administrative characteristics which
hardly do more than to reenforce their classroom role under
the guise of leadership. Having achieved a rewarded measure
of success in teaching, the Administrator will logically
replicate the behavior which is likely to be similarly re-
warded on the higher level. The cycle or pattern allows for
only the slightest introduction of change in the closed system
49
and that by a few, influential insiders.
4
7
See Silberman’s Crisis in the Classroom (New York:
Random House, 1970) for an extended, critical discussion.
17.
4S Stout, New Approaches to Recruitment and Selection ,
4
^Granito, Preparing School Leaders , p. 64.
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The most common political custom is to select and
nurture Trainees who demonstrate educational behavior con-
sistent with the educational philosophy and/or practices of
the selecting individual or committee. Many school systems
reward "good" teachers with administrative opportunities. It
is imperative, therefore, for teachers who aspire to adminis-
trative positions to be identified as a "good" teacher. Un-
fortunately, the teacher’s behavior and "success" in the
classroom environment may be subjectively evaluated by his
immediate administrative supervisor. Therefore, the teacher's
ability "to comply with the current philosophy and methodology
of his supervisor enhances his opportunity for leadership
positions. This is not to say that non-conformist teachers
are rarely offered administrative advancement, but that their
"innovative" behavior/educational style may be challenged
over a period of years, delaying promotional opportunities.
Logically, conformity and submission to existing educational
conditions increases the individual teacher's administrative
opportunities. Dr. L.Valverde sheds further light on this
subject in his final report on the exclusion of minorities
in public school administration. He has labeled this con-
formity process by administrative candidates as "succession
socialization.
"
"... the process of interaction between
a stable" social system of higher status
(public school administrators) and the new
members (teachers) who are attempting to
36
enter .... Succession Socialization
is the movement of an aspirant from
candidate to protege to administration
• . . . the vehicle is the sponsorship
mode which entails identification,
adoption, and molding of the protege in
the attitudinal image of the sponsor.
Completion of successful succession
socialization is exemplified by the shift
in the proteges educational perspective
. . . . Finally, since succession sociali-
zation is the established informal route
to promotion, culturally diverse persons
and women are filtered out not on the
basis of competencies and competition but
on unfounded stereotypic characteristics
and favoritism" . 50
Another factor which bears directly on the available
pool of Administrator Trainees is sex discrimination. In
1971 the NEA Research Division conducted a study of fulltime
public school employees to determine the status of women in
the profession. Some of its findings are startling, if not
quite revealing:
- in 1970-71, women comprised 63.9 percent
of the total estimated full-time professional
staff in public schools;
- of 2,034,581 teachers; 1,366,830 or 67.2
percent were women;
- of the more than 158,800 administrative
positions in the public schools, fewer than
13,200 or 19.6 percent were filled by women;
- only one principal in seven was female;
50
L. Valverde, Succession Socialization: Its Influence
on School Administrative Candidates and Its Implications to
the Exclusion of Minorities from Administration: Final Report
(Columbus : ERIC Document Reproduction Service, Ed 09 3 0 52 )
,
p. i-ii.
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- a. woman was principal of one out of every
five elementary schools but only three out
of every one hundred senior high schools. 5 1
The statistical evidence shows (see Table #1) that
women, while comprising the largest number of elementary and
secondary school teachers, the traditional talent pool for
administrative Trainees, embody only a fraction of the leader-
ship positions in public education. Accidental or contrived,
this practice reflects a institutional, professionally-based
bias .
Due to the organizational structure of public educa-
tion, the traditional method of selecting administrative
candidates and the political struggles associated with adminis-
trative training, many communities are restricted to educa-
tional leadership that lacks talent diversity (see Chart #2).
Trainee selection and an apprentice training format sacrifice
leadership growth for the Trainee and improvements for the
school district. If and when the advancement does occur,
the Trainee may be oblivious to the problems within the
system or may feel obligated to maintain the status quo out
of respect and gratitude to his benefactor. In summary,
those public school systems which sustain the "Closed" prac-
tice of developing Administrators tend to promote inbred
^"Professional Women in Public Schools,
NEA Research Bulletin, Vol. 49, 3 (October 1971):
Cf. Patricia Sexton, The American School, p. 29.
1970-71"
pp. 67-68
TABLE
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CHART #2
COMPONENTS OF THE "CLOSED" SYSTEM
1. SELECTION CRITERIA
A. Personal and/or Professional Bias by the
selecting individual or committee
e.g. "Good" Teacher = "Good" Administrator
Sex, Age, Race, Etc.
Years of Professional Experience
B. Political Considerations
e.g. Regardless of the Trainee’s
Qualifications, how will the
community react to the promotion
of a young female divorcee as the
high school principal?
2. THE GROOMING PROCESS
A. The inherent "dangers" of apprentice training
e.g. Indoctrination
Obligation to maintain the status quo
B. The promotional steps within the system
e.g.
SUPERINTENDENT
ASSISTANT SUPERINTENDENT
PRINCIPAL
ASSISTANT PRINCIPAL
DEPARTMENT HEAD
t
"SUCCESSFUL" TEACHER
40
mediocrity by selecting and nurturing those individuals who
perform as copies of accepted educational philosophy and
practice. It is due to many years of this "Closed system of
administrative advancement that many school systems needing
a new kind of leadership are the ones most blind to its
value.
"
52
Another popular educational process, which can be
an institutional hurdle in preparing Administrators
,
is for
administrative aspirants to become "credentialed . " Although
this term does not appear in verb form in American dictionaries
its significance is an educational reality. It is definitely
an accepted process often valued as highly as practical ad-
ministrative experience.
The process usually requires a number of years of
graduate study at a graduate or professional school and
generally leads to an advanced certificate, masters, or
doctoral degree in educational administration. Ideally,
this process should produce nothing but positive results.
America’s universities, and in particular graduate schools,
are looked upon by the public as primary sources of truth
and leadership. However, many of the professors who believe
they have the answers to public education’s everyday problems
5
2
M. Brenner, "Sunbeams out of Cucumbers: Why and
How training for leadership in Education must change
,
Journal of Teacher Education (Winter 1971): p. 434.
41
suggest alternatives that remain untested and therefore,
worthless. This severe evaluation of our graduate schools
is supported by a article in the Phi Delta Kappan
.
"With some justification, universities
are frequently accused (particularly by
urban school administrators) of not
adequately training their students to
cope with the perplexing realities of
the ’firing line.’ It is claimed that
there is a theory-practice gap in
administrative preparation . "53
Other educational journals echo similar comments 54
and they forecast a gloomy future for graduate programs
which only stress theoretical training in the preparation of
Public School Administrators. This is especially discouraging
since departments of educational administration were the
second largest producers of doctoral degrees in the U.S.
during 1971-72. 55
One major institutional issue of the "credentialling"
process is the relevancy of "field" experience. Although
many leaders in educational administration recognize the need
53W.M. Martin, "New Developments in the Preparation
of Educational Leaders", Phi Delta Kappan (September 1972):
p
.
28 .
54
D. Brandewie, "The Preparation and Development of
Secondary School Administrators: A Summary, National
Association of Secondary School Principals Bulletin (March
1972 ) ; Granito , "Preparing School Leaders," p. 64
.
55 L.Frohreich and P.Sims, "What are the Best Grad
Schools for Educational Administrators?", School Management
(May 1973): p. 43.
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for administrative Trainees to apply their theoretical
training within a real environment, the timetable, extent
and focus of the application are often points of disagree-
ment. A key consideration in this dilemna is the fact that
the majority are former teachers, who present different
educational backgrounds and training needs due to the
variety of organizational structures and promotional practices
in public education. Whereas one Trainee has been promoted
from teacher to Administrator prior to his theory training
at the university
,
another Trainee may need the theoretical
training as a requirement for administrative promotion; still,
a third Trainee maybe progressing straight through from
bachelor’s degree to a terminal degree without any educational
experience at all. The result is a program conflict for most
universities and an imbalance of theoretical/experiential
training for many Trainees. (See Chart #3) Apparently, in
the effort to accomodate these diversities of need and talent,
graduate schools have constructed some training programs that
have proved to be less than effective in preparing educational
leaders. The result for some Trainees is that the advanced
degree in educational leadership or administration becomes a
"credent ialling" journey, a costly often long process to
administrative promotion rather than a true credential that
designates applied knowledge and preparedness.
For those few Trainees who combine university
43
CHART #3
CURRENT ROUTES FOR THEORETICAL AND
EXPERIENTIAL TRAINING
A.
THEORETICAL EXPERIENTIAL
TEACHING
EXPERIENCE
MASTERS/C. A. G. S.
DOCTORATE
ADMINISTRATIVE
PROMOTION
^Application of Theoretical
Training After Completing
Graduate Degree.
B.
THEORETICAL
B. S. /B.A.
MASTERS/C. A. G.S.
DOCTORATE
^Experiential prior to
Theoretical Training.
EXPERIENTIAL
TEACHING
EXPERIENCE
ADMINISTRATIVE
PROMOTION
C.
THEORETICAL EXPERIENTIAL
B. S. /B.A.
,
MASTERS/C. A. G.S. ^ "QUALIFIED"
and/or DOCTORATE ADMINISTRATOR
* Little or no Experiential
Training
.
44
training with a full-time educational position, there is an
additional hurdle. This element is the constant pressure of
daily events within the school building. The average educa-
especially a school principal— is so busy reacting to
daily pressures that he rarely has time to reflect on the
significance that each event has on the overall functioning
of his school. Compound these job responsibilities with the
bi-weekly traveling and nightly studying for a terminal degree
and its understandable that the job-pressures, family and time
limitations often prevent these individuals from actively
participating in most university sponsored training programs.
There is evidence, however, that a new trend is
emerging regarding in-service training for School Administra-
tors. Some school systems and universities are recognizing
the importance of appropriate leadership training options for
school officials. Urban school systems, in particular, fore-
see the need for educational leaders who can effectively deal
C
with the wide variety of societal and educational situations.
This trend, however, is not indicative of the majority of
school systems. Dr. Christopher Hodgkinson stresses this
56
D . Brandewie
,
"The Preparation and Development of
Secondary School Administrators: A Summary", National
Association of Secondary School Principals Bulletin (March
1972 ) : -p~. 25; Henrietta Schwartz and James Campbell, "Staff
Development in Low Power Transactional Organization. The
^
Administration of an Experimental Program in Urban Education,
a paper prepared for presentation at the American . Educational
Research Association Annual Meeting, Chicago, Illinois,
15-19 of April, 1974.
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point when he argues that the career Administrator tends to
be either a "practical man" who has progressed to a position
of organizational leadership by happenstance, or he has
accumulated enough "papers", qualifications or endorsements
to compete in the administrative job market.
In summary, it is obvious that as the public school
system has progressed through the years, in-service training
programs for School Administrators have not kept pace. Too
many school systems are still selecting and promoting per-
sonnel on the misconception that a "good" teacher will cer-
tainly make a "good" Administrator. Those districts that do
recognize the need for additional training (other than class-
room experience), usually rely on protege training or univer-
sity sponsored credentialling programs. It is now time for
a change in training emphasis. In the effort to satisfy the
needs of tomorrow’s public schools, school districts and
institutions of higher education must cooperate in the
development of innovative training programs that provide the
Trainees with a variety of learning experiences and options.
This chapter was carefully designed to provide the
reader with background information on the development of
57
C .Hodgkinson, "A Practical Program for Preparing
Administrators”, Education Canada (March 1971): p. 19
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administrator training programs. Hopefully, the review of
formalized training efforts has given the reader a basic
understanding of the terminology and variety of training
program philosophy
. This understanding should now prepare
the reader to view the purpose and content of this study
in its proper perspective.
CHAPTER III
THE STUDY EVOLUTION AND IMPLEMENTATION
This chapter reviews the variety of factors and
issues which directly effected the direction and design of
this study. Specifically, the chapter provides the reader
with background information on the following topics:
The Study Genesis: A narrative account of
the author's introduction to Administrator
Training and the events which led to the
study.
The Study Agenda: The Study Instrument's
two-fold purpose.
Instrument Construction: The design and
format
.
Implementation of the Study Instrument:
Method and rationale.
The Study Questions: Purpose and
terminology
.
The Sorting of Study Returns: the final
study population.
The Study Analysis and Interpretation.
Each of these topics are discussed to clarify the
steps in designing and facilitating the Study Instrument.
It is important, therefore, for the reader to familiarize
himself with the complete Study Instrument (see Appendix B)
so the topics can be correctly understood.
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The Study Genesis
As was stated earlier in Chapter I, the author’s
exposure as an administrative Trainee via an E.P.D.A. fellow-
ship award greatly influenced the conceptualization of this
study. A great portion of this influence resulted from the
experience-based opinions of training colleagues. Their
views on the leadership needs of public school officials
and the value of a "Field" application in the training of
potential School Administrators generated the author's
interest in the study subject. This interest was enhanced
further by the author’s personal experience during the
Training Project and the sharing of similar training experiences
among Trainees. Therefore, it is now appropriate to review
the emphasis of that particular training effort and the speci-
fic aspects of the training experience leading to the focus
of this study.
The Project was entitled "Inservice Innovator: A New
Change Agent in Schools." The major Project focus was to
develop and train a new professional for both primary and
secondary school levels. Ideally, this new professional
would educate teachers and Administrators in the latest educa-
tional innovations and would assist their implementation in
public education. The Training Project had three major
objectives
.
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They were:
1. To support and complement the
individual programmatic needs of
the Inservice Innovator Trainees
who were doctoral candidates at
the School of Education.
2. To encourage each Innovator
to explore and to take advantage
of the various resources within
the School of Education (e.g.
teacher training, educational
innovations, inservice programs).
3 . To have each Trainee locate
a school district or site in
which he/she would become involved
in an inservice capacity. 58
The operational aspects of objective three were key
factors in the development and emphasis of this study. As
the Training Project progressed each Trainee secured a school
system or site for his/her "field experience" portion of the
Training Project. Fifty percent of the twenty Trainees
identified field sites located in settings different from
their previous employment. Although this development did
not seem significant at the time, as the training year pro-
gressed many of the Trainees concluded (from first hand
experience) that there was a definite relationship between
the percentage of success in introducing educational
^®As outlined in the University of Massachusetts
E.P.D.A. Part C 1973-1974 Project Summary, Appendix A.
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innovations and a Trainee’s former relationship with that
school system. The collective assumption was that former
exposure to the school system enhanced the opportunities for
successful adoption of the educational innovations ) . Speci-
fically, a Trainee's former successful employment relation-
ship with a school system and the different professionals
within that system (e.g. Administrators, teachers, janitors,
staff) assisted the Trainee's efforts to introduce new and
in some instances threatening innovations.
From his own field site training experience within
his former school district, the author experienced some of
these untested conclusions of his colleagues. A teaching
improvement process was the innovation he selected to intro-
duce into the public school environment. This process, i.e.
the Clinic Process to Improve University Teaching, attained
a certain degree of success at the University of Massachusetts
and the author believed that its relevancy to public education
should be investigated. Briefly, the Clinic process combined
a diagnostic analysis of an instructor's teaching skills and
behavior with instructional improvement recommendations from
the Clinic when specific teaching deficiencies had been
collectively identified by the instructor's students, the
volunteer instructor and the Clinic staff. The diagnostic
process included student questionnaires, self-assessment by
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the instructor, videotaping of selective classes and class
observations by a teaching improvement specialist . 59 Based
upon the author's prior experience as a public school teacher,
this Clinic Process was indeed an educational innovation
since the purpose of the process was to improve teaching
rather than determine teacher competency.
Prior to implementation, the author anticipated
faculty opposition to the relevancy and purpose of the process.
Due to the current concerns over the components of "good"
teaching and the methods employed to identify them, any type
of "improvement/evaluation" process might threaten educators
who are unsure of the purpose of the process. However, after
introductory remarks about the process, the author was sur-
prised to receive both administrative and faculty support
from the high school (his former teaching location). The
majority of the faculty trusted his judgement and skills
about the reliability and implementation of the innovative
process. His former relationship in addition to his assurance
that the process would not influence any teacher's job within
the school system provided complete cooperation. In retro-
spect, this vote of confidence concerning a controversial
59 See "Clinic To Improve University Teaching, Interium
Second Annual Report 1973-74", School of Education, University
of Massachusetts, Amherst, Massachusetts.
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issue, teacher evaluation, would not have occurred if the
Trainee had not formerly worked within that school building
and with those particular educators.
In summary, the successful innovation implementation
experiences by the Trainee coupled with the collective
opinions of his training colleagues suggested that there were
numerous field site factors, one of which may be previous
employment, that may influence the Trainee's accomplishments
at the field site. Subsequently, the relationship between
field site "circumstances" and the success of the Trainee's
field site experience developed as the author's general area
for an investigative study.
The Study Agenda
Due to the study's focus, the twenty-one universities
funded under E.P.D.A., Part C 1973-1974 were selected as the
target population for the investigative study. There were
three significant factors that influenced that selection.
They were
:
1. The Federal Guidelines of E.P.D.A.
that instructed each funded institution
to incorporate a "field site experience"
in the training process.
2. The availability of the individual
Project data (e.g. original proposals,
quarterly reports) and the tutorial
assistance of Dr. George Bryniawsky
,
University of Massachusetts Project
Director and member of the Internal
Project Evaluation Committee.
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3. The author's familiarity with a
training process via one E.P.D.A.
Project's approach.
The first step in constructing the data collection
procedure was to determine the purpose of the data. As was
stated earlier, Dr. Bryniawsky was an active member of the
Internal Project Evaluation Committee and he recognized the
value of the study focus and the appropriate need to investi-
gate academic as well as organizational success within the
E.P.D.A. program. Consequently, the final constructed
survey instrument (as it appears in Appendix B) had a two-
fold purpose. First, the instrument was to collect data
relevant to the purpose of this study. Secondly, questions
were added to the instrument that asked individual Project
participants (e.g. Project Directors, Trainees and Field Site
Administrators) for their perceptions regarding the organiza-
tional, academic and implementation success of their Training
Project. These additions were to assist the overall internal
Project evaluation by the evaluation committee (e.g. Dr.
George Bryniawsky--University of Massachusetts, Dr. Charles
Flowers--Fisk University, Dr. E. Robert Stephens--University
of Maryland).
All of the data that was supplementary to the purpose
of this study was to be combined with additional evaluative
efforts by Dr. Flowers and Dr. Stephens for further in-depth
study during the 1974-75 academic year. This further study
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was under federal funding consideration. If funded, each of
the three universities was to be individually supported for
their portion of the evaluative study. Unfortunately, the
funding opportunity for the E.P.D.A. evaluation did not
materialize and the collected data by each institution served
only those educators who assisted in the evaluative effort.
In summary, the study instrument that collected the
data also included questions that were not relevant to the
focus of this study. Therefore, many of the directives
within each instrument stressing an evaluative effort are
not relevant to the specific purpose of this dissertation
(i.e. the relationship, if any, between "uncontrolled circum-
stances" at the Trainee’s field site and his/her success
during the field site experience).
Instrument Construction
In accordance with the two-fold purpose of the data
collection process (e.g. this dissertation focus and an
evaluative supplement for the Internal Evaluation Committee)
,
the instrument was constructed so that the wide range of
questions would be comprehensive and appropriate to each
funded institution. To achieve this goal, the instrument
was divided into three segments that solicited perceptual
responses from each of the three major participant groups
within each funded Project (e.g. Project Directors, Trainees
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and cooperating Administrators at the field sites). *It
should be noted at this point that although the data collec-
tion process did have an additional purpose besides the focus
of this study, all of the questions that appear in each seg-
ment of the instrument were conceptualized and organized by
the author. Directional support for the dissertation by Dr.
Bryniawsky and statistical advice by Dr. Daniel Sheehan
(Psychometrician at the University of Massachusetts) repre-
sent all external assistance in the construction of the
instrument
.
Each of the three segments solicited data relative
to the target individual--Trainees
,
Project Directors, and
Site Administrators— and included questions which focused
on similar or contrasting perceptions involving the success
or failure of the Training Project.
The first questionnaire requested information from
each Trainee (approximately 525, based on a maximum of 25
Trainees at each institution). In the instrument, the
Administrator Trainee was asked to self assess his perfor-
mance during the 1973-1974 academic year. The questions
focused on the following four areas:
Individual Program Analysis.
Perceptions concerning the Training
.
Group and its impact at the University.
"In-Service" progress at the school site.
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Analysis of the "Training Project"
Directors
.
Questionnaire II focused on the organizational and
administrative tasks of the individual Project Directors in
the implementation of a Training Project that blended theory
with field experience. This instrument was divided into two
parts
:
Part A requested a self-analysis of the
Project Directors concerning their impact
on the success/failure of the Training
Proj ect
.
Part B was an analysis of the Trainees
(as a Group) and their work at the
school sites by the Directors of the
Project
The final segment of the instrument (Questionnaire
III) was designed to relay information and results concerning
site involvement. This questionnaire was to be completed
by the Administrator who had linked the Trainee with the
school site and/or had collaborated with him regarding the
type of desired involvement. The information collected by
this segment was considered essential regarding the validity
of the Training Project and its applicability to public
education. Two perspectives were stressed within this
questionnaire
:
The potential of the Training Project
in theory and the success/failure of
the Project in practice at each school
site during the 1973-1974 year.
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The influence, effectiveness and growth
of the Trainee at each site.
In summary, the three segments of the instrument
provided substantial evaluative data for the Internal Evalua-
tion Committee and served as an investigative vehicle for the
purpose of this study. The large amount of evaluation data
coupled with the institutional proposals and quarterly pro-
gress reports also served this study when specific conclusions
were drawn based on the Study Questions.
Implementation of the Study Instrument
Due to the geographic distribution of the twenty-one
funded Projects and the estimated expense to personally
administer the three segment instrument, the mailing process
was selected as the implementation vehicle. Although there
are additional study disadvantages related to mailing pro-
cedures (e.g. reliance on the Project Directors to accurately
administer each segment and to swiftly return the completed
instrument, little or no follow-up procedures on non respon-
dents, the possibility of an unacceptable return rate), the
mail process was the only method that would collect the
information within a specific time deadline. This time
limitation was a primary influence in selecting the mailing
process. It was assumed that many of the funded Projects
were operating with the same calendar commitments as the
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E.P.D.A. Project at the University of Massachusetts. If
this assumption was accurate, the Trainees and their coopera-
tive field site Administrators would be available for solici-
tation only until June 30, 1974.
On June first, each of the twenty-one funded Projects
was sent a complete data collection package that included the
following items:
1. A cover letter (University of Massa-
chusetts letterhead) from Dr. George
Bryniawsky that explained:
a. The purpose of the data collec-
tion
b. The directives to each Project
Director concerning administra-
tion of each segment of the
instrument
c. The cut off date for data re-
turns (July 30, 1974)
d. Procedures for returning the
completed instrument
2 . A complete instrument package
a. Twenty-five Trainee questionnaires
b. Two Project Director questionnaires
c. Twenty-five Field Site questionnaires
*Every questionnaire also included a cover
letter that explained the purpose of the
data collection and directions for answering
the questions (see Appendix B for the exact
format and terminology of each questionnaire).
3. A self-addressed stamped return envelope
for returning the completed instrument
.
The implementation role requested of each Project
Director (i.e. to administer, collect and return the completed
instrument package) was the critical factor of the data
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collection process. Although as a group, the Project
Directors had identified the need for an E.P.D.A. Project
Evaluation and generated the Internal Project Evaluation
Committee for this purpose, individually they were under no
financial or political obligation to invest their time and
effort in the implementation of this specific instrument.
The fact that the percentage of data return was good has
been attributed to one or all of the following assumptions:
1. That the instrument (e.g. each ques-
tionnaire segment) asked for percep-
tions from each target population
that were relevant to their training
experience
.
2. That the Project participants (e.g.
Trainees, Directors and Field Site
Administrators) recognized the need
to evaluate their Administrator
Training Project.
3. That Project Directors did in fact
administer the instrument under stress
due to the cover letter from Dr.
Bryniawsky member of the Internal Evalua-
tion Committee.
*See Table #2 for complete summary of data
returns
.
The Study Questions
The wide range of Project flexibility (e.g. Projects
could emphasize specific categories of managers, Projects
could determine the degree of theory and field experience
integration, Trainees could be current or prospective
STUDY
RETURNS
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Administrators ) permitted within ths funding guidelines in-
fluenced the applicability of the study design and specific
Study Questions to each of the twenty-one funded Projects.
The pre-study decision was to construct specific questions
that each Project may or may not find appropriate to their
training process rather than construct meaningless questions
that would be applicable to every funded Project. In summary,
the diversity within each Project necessitated that the Study
Questions be comprehensive to include a wide range of res-
ponse yet consistent in study terminology for an accurate
study analysis.
The construction of the Study Questions were based
upon assumptions and personal questions of the author re-
garding Administrator Training. These assumptions and
personal questions were:
1. That a Trainee's field site experience
is limited (in terms of successfully
satisfying the "agreed upon" site
objectives) by "uncontrolled circum-
stances" .
Questions
Do "uncontrolled circumstances" limit
the Trainee’s site involvement?
If yes, can these limitations be.
categorized as political or insti-
tutional training hurdles?
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2.
That a Trainee's previous exposure to
his field site (i.e. as an employee)
is a factor in successfully completing
the "agreed upon" site objectives.
Question
In retrospect, do Trainees and Field
Site Administrators agree that previous
employment exposure, (or lack of) influenced
the Trainee's field site success?
3.
That Trainees and Field Site Adminis-
trators should be asked for their
recommendations to improve the field
site aspects of the training process.
The implementation of Study Questions generated from
the assumptions stated above were influenced by a key opera-
tional factor. This factor was the relationship between each
Trainee and his/her supervisory Field Site Administrator.
The study relied on this relationship to collect similar or
contrasting perceptions regarding the Trainee's field site
experience. Therefore, identical questions were constructed
in such a manner to promote response by Trainees and Adminis-
trators. These Study Questions appeared in each segment of
the instrument and were worded as follows
:
Study Question #1 .
TRAINEE QUESTIONNAIRE:
Which of the following uncontrolled circumstances limited
your site involvement?
1. The site involvement was not limited
2. Travel Allocations
3 . Labor Union
4. Personality Clash
5. Other (Please Specify)
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FIELD SITE QUESTIONNAIRE:
Which of the following uncontrolled circumstances limited
the Trainee’s site involvement?
1. The site involvement was not limited
2. Travel Allocations
3 . Labor Union
4. Personality Clash
5. Other (Please Specify)
Study Question #2.
TRAINEE QUESTIONNAIRE:
Were you previously employed at your site?
1. Yes
2 . No
FIELD SITE QUESTIONNAIRE:
Was the Trainee previously employed at your school system?
1 . Yes
2 . No
Study Question #3.
TRAINEE AND FIELD SITE QUESTIONNAIRES:
Do you believe this was a factor in the successful completion
of the "agreed upon" site objectives?
1 . Yes
2 . No
3. Undecided
*It should be clear to the reader that those E.P.D.A. Training
Projects that did not include any field site experience or
incorporated a field site experience other than public school
involvement were not included in this study. This point is
significant to remember when reviewing the Study Questions.
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Study Question #4.
TRAINEE AND FIELD SITE QUESTIONNAIRES:
Please .recommend two changes in the Training Program that
could increase future success at the school site.
In summary, the four Study Questions solicited per-
ceptual responses from both Trainees and Field Site Adminis-
trators pertinent to the field application portion of the
Training Project. The respondents were asked to identify
and conclude what factors may have influenced field site
success. In addition, Question Four requested each respon-
dent to recommend Training Program changes for future
success at the field site.
The reader should also recognize the interrelation-
ship of the four Study Questions. For example, the first
Study Question asked the respondent to identify any problems
that the Trainee encountered during the field application.
The phrase "uncontrolled circumstances" was instituted in a
comprehensive attempt to include all situations (e.g.
political and institutional) that may have limited the field
portion of the training process. (*Three options for response
e.g. travel allocations, labor union, personality clash, were
provided for the respondent to assist the clarification of
that phrase.) The respondent could answer in a variety of
ways. He could indicate that the site involvement was not
limited, could identify any of the listed alternatives or
could list other "uncontrolled circumstances" in
place of or
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in conjunction with the listed, sltsrnatives
. Therefone
,
i"t
was possible for the respondents to identify an "uncontrolled
circumstance" that was the focus of Study Question Three or
Four (e.g. prior employment, training recommendations).
In conclusion, the nature and format of the Study
Questions collected data that presents a fresh perspective
on the in-service training of School Administrators, and in
particular, the blending of the theoretical/experiential
training process. This perspective (i.e. Trainees and the
Field Site Administrators responding to identical questions)
provides some answers to the following questions:
1. Are there, in fact, "uncontrolled
circumstances" that limit the
Trainee’s success during the field
site process?
2 . If yes
,
what are they? Can they be
labeled as institutional or political
factors?
3. Does prior employment at the field
site promote or hinder the Trainee’s
field site training success?
4. What are the specific recommendations
for training reform at the field site
by both Trainees and Administrators?
How do these recommendations compare
with similar suggestions by the indi-
vidual Project Directors?
The Sorting of Study Returns
During the conceptual and construction phases of the
Study Instrument it was assumed that each of the twenty-one
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E.P.D.A. Projects implemented a "training effort similar to
the one at the University of Massachusetts. This conjecture
was based upon the guidelines outlined in the Federal Register
in reference to the requirements for funding. This supposi-
tion of Project uniformity, in terms of specified training
focus and the integration of theory with field experience,
greatly influenced the two fold agenda of the constructed
Study Instrument. The final instrument design (i.e. the
three segments of questionnaires) and the types of questions
asked of the three target populations were two aspects
directly modified by the interconnection of Project purpose
and format suggested by the federal instructions.
The significance of this point is that the assumption
of Project uniformity was not accurate. Although the
percentage of data return was good, as the individual Project
data returned it was apparent that the design and focus of
the Study Instrument was not appropriate for many of the
funded Projects. This conclusion was based upon the
following data return details (See Table #3):
1. Six funded projects did not respond
to the Study Instrument in any manner.
2. Four projects did not find . the field
site Administrator’s questionnaire to.
be applicable to their Project emphasis.
Four Projects incorporated training
efforts that utilized teams of Trainees
during the field application aspect of
their Projects.* This team approach
3 .
THE
SEVEN
STUDY
PROJECTS
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was not considered during the con-
struction of the Study Instrument
and therefore some of the four Study
Questions were not appropriate to
those four Projects.
As a result of the instrument’s inaptitude to four-
teen of the twenty-one funded Projects, this study was limited
to the remaining seven training Projects that found the design
and questions of the instrument to be applicable to their
training efforts. In review, the seven Projects studied
possessed the following common training components:
1. A field site experience for each
administrative Trainee within a
public education environment (i.e.
elementary, secondary, district
office). *For a comparison of the
range of field settings among the
twenty-one projects see Table #4.
2. A training process in which the
field experience constituted one
administrative Trainee per field
site
.
3. A field site experience defined as
the Trainee’s opportunity . to apply
_
theory and/or skills within a public
education system.
4. A field site experience with a time
limitation of one calendar year or less.
In summary, the incomplete data returns coupled with
the specific purpose of this study performed a preliminary
sorting function of the twenty-one training Projects. This
sorting process resulted in seven Projects identified as the
study target population. *Those seven E.P.D.A.
Projects, the
distribution of data return and the range of field
settings
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TABLE #4
RANGE OF PROJECT FIELD SETTINGS
Institution
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American University
Atlanta University
Boston College
Fisk University
Georgia State University
New York University *
Northwestern University *
San Francisco State
University
New York University at
Buffalo
U.C.L.A. *
University of Colorado
University of Florida
University of Iowa
University of Louisville
University of Maryland
University of Massachusetts
University of Minnesota *
University of New Mexico
University of North Dakota
University of Virginia
Western Michigan
University
*
it
it
it
it
it
it
for the E.P.D.A. funded Projects ere illustrated in
Tables #3 and #4.
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The Study Analysis and Interpretation
The interpretation of study data began after the
preliminary sorting process was completed. All responses to
the Study Projects (i.e. Administrator Trainees, Field Site
Administrators, and Project Directors) were key punched and
verified in preparation of computer analysis.
The first computer run was concerned with charting
a frequency distribution of response to each question. This
process provided the investigator with an early indication
of the range of response among the chief study groups (i.e.
Administrator Trainees and Field Site Administrators). *In
addition, this process retrived a Trainee Profile, in terms
of demographic data, from all responding Trainees of the
twenty-one Projects funded under E.P.D.A., Part C 1973-1974.
The second and final run, via the University of
Massachusetts Computer Center and the professional assistance
of Dr. Daniel Sheehan, Psychometrician, focused upon the
four Study Questions. Specifically, the relationship, if
any, between the Trainee's response (as a group) to the four
Study Questions and those responses of the Field Administrators
(as a group) was the primary focus. It is from this computer
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run that the study's interpretations and conclusions are
based
.
The purpose of this Chapter was to summarize the
study planning and implementation steps to prepare the
reader for the data interpretation in Chapters IV and V.
Hopefully, this chronological review has completed that
purpose
.
CHAPTER IV
RESULTS OF STUDY DATA
This chapter prepares the reader for the study
conclusions of Chapter V by reporting and describing the
data collected via this study’s four investigatory questions.
In review, the issues investigated were:
Do Trainees and On-Site Administrators
agree, from a post-training perspective,
that there were "uncontrolled circumstances"
which limited the Trainee’s field site
success?
If yes, can these factors be categorized
as political or institutional training
barriers?
Do Trainees and Administrators agree that
a Trainee’s prior employment (or lack of)
in a school system serving as his/her
field site was a factor in the successful
completion of the "agreed upon" site
objectives?
Do the recommendations for change provided
by the Trainees, Administrators and Project
Directors suggest any patterns for training
reform and can they assist in the labeling
of political or institutional training
barriers?
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The Study Questions: Pre-Study
Expectations
r nThe presence of pre-study assumptions conditioned
the author to anticipate specific patterns and/or items of
response from the two major study groups (i.e. Trainees and
On-Site Administrators). Each question solicited a response
from each individual on a specific item or issue that the
author confronted during his administrative training experience.
Consequently, the author’s expectations should be discussed
at this time in the effort to document personal bias prior
to the description and interpretation of the study data.
The first Study Question was purposely constructed
to provide a variety of options to the individual respondent.
This format was chosen in the attempt to identify all factors
that the respondent could recall from a post-training perspec-
tive which limited the Trainee's success during the field
site application segment of the training process. The variety
of available options were:
1. to indicate that there were no limitations
during the field site application segment
of the process.
2. to choose from a selective list of alter-
natives one or more limitations ( ,{ all
of which were items that the author had
experienced during his training experience).
60 See Chapter III "The Study Questions" for a complete
description of the pre-study assumptions and the format of
the four Study Questions.
74
3. to "write-in” any additional limita-
tions not listed as an alternative.
4. to decline a response to the Study
Question
.
It was hoped that the variety of response options
would provide a comprehensive list of limitations from both
Trainees and On-Site Administrators which could then be
subjectively compiled into categories as political or insti-
tutional barriers. The author’s list of alternatives (i.e.
travel allocations, labor union and personality clash) reflect
his expectations regarding possible response patterns. In
summary, he anticipated Trainees and On-Site Administrators
to select one or more of the given response alternatives
rather than "write-in" a limitation not identified in the
Study Question.
The author harbored his strongest pre-study convic-
tion on the issue investigated in Study Questions two and
three, i.e., Does a Trainee’s prior employment within a
school system, which is serving as his field site in a
training process , enhance the completion of the Training
Project’s site objectives? His own post-training perceptions
on this issue, previously discussed in Chapter HI, combined
with similar conclusions of training colleagues instigated
the construction of the questions. The predicted data
result was that most Trainees and On-Site Administrators
would agree that prior employment at the site is a
distinct
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advantage for the Trainee.
Regarding Study Question Four, which requested
suggestions from both study groups to improve success of
future Training Projects that attempt to blend theory with
practical experience, the author did not anticipate any
specific patterns of response. His rationale for this type
of "open ended" question was two fold. First, it was hoped
that the post-training suggestions might uncover specific
factors of Administrator training which would encourage
reform of future training efforts. Secondly, that the
repeated identification of specific suggestions, if any,
might shed further light on factors that limit the Trainee's
success at the field site. These factors would then be sub-
jectively categorized as political or institutional training
barriers
.
Study Question #1: Analysis of Response
Results
.
Large percentages of each study group
responded to Study Question #1. Specifically, as Table #5
illustrates, only seven (5.5%) of the 127 Trainees and six
(7.5%) of the seventy-nine Administrators failed to respond
in any manner.
Of the available response options, the alternative
receiving the greatest percentage was option number one.
In all, sixty-two (51.6%) of the responding Trainees and
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TABLE #5
Categorizations of Response to Study
Question #1
TRAINEES ADMINISTRATORS
127 Total Study Population 79
120 Number of Individuals Responding
to the Study Question
73
7 Number of Individuals Not Responding 6
Categories of Response
62
(51.6%)
The Site Involvement was Not Limited 47
(64.3%)
9
(7.5%)
Travel Allocations 3
(4.1%)
2
(1.6%)
Labor Union 0
8
(6.6%)
Personality Clash 3
(4.1%)
39
(32.5%)
Other* 20
(27.3%)
*Each Respondent was permitted to list more than one circum-
stance in response to this category. Consequently, there were
43 items listed by the Trainees and 22 items by the On-Site
Administrators. See Table 6 which illustrates the author’s
subjective categorization of the limitations listed by the
participants in response to that portion of Study Question
# 1 .
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forty-seven (64.3%) of the responding On-Site Administrators
perceived that the Trainee's site involvement was not limited
by any "uncontrolled circumstance."
In reference to the specific limitations presented
as response options by the author (i.e. travel allocations,
labor union and personality clash), the influence that local
labor unions had in limiting the Trainee's site involvement
received the smallest percentage of response (1.6% of the
Trainees and no response by the On-Site Administrators).
Whereas, the listed alternatives of travel allocations (nine
Trainees [7.5%] and three Administrators [4.1%] and personality
clash (eight Trainees [6.6%] and three Administrators [4.1%])
were identified by the respondents as factors which limited
Trainee success.
The most significant response selection, however,
was the respondent's option to "write-in" his/her own
alternative "uncontrolled circumstance". Thirty-nine Trainees
(32.5%) and twenty Administrators (27.3%) chose to identify
additional factors via this response alternative with a few
of the respondents listing more than one factor. The final
count revealed that thirty-nine Trainees had listed forty-
three factors while the twenty Administrators identified
twenty-two items.
"Write-In" Categories. Both study groups utilized
a variety of grammatical options in response to the
"write-in
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alternative. The responses varied from one word expressions
to short paragraphs. (See Chart #4 for a complete listing of
the responses). After reviewing each response, all 61 of the
identified factors were then subjectively grouped into four
specific categories (See Table #6). Although the terminology
and/or phrasing varied among the respondents, the responses
expressed a consistency of post-training perception which
facilitated the author’s construction of the individual
categories. These categories then served as a basis for
speculation on the issue of political and/or institutional
barriers of Administrator Training Projects which attempt to
blend theory and practical training segments.
Category # 1
.
The largest percentage of study group
factors resulted in the category entitled "Time Restraints".
Fourteen Trainees (43.7%) of those responding via the
"write-in" option and eleven (52.3%) of responding Adminis-
trators made various remarks regarding the time limitations
of Training Projects. The overwhelming emphasis was upon
a greater time commitment of the Trainee at the field site
with many respondents critical of the lack of actual time
available for the Trainee at the site (i.e. travel time,
61Except those items which were unintelligable or
could not be categorized by the author (i.e. a factor which
was identified only once by either study group).
.
The end
result was thirty-two Trainee and twenty-one Administrator
factors categorized.
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C H ART // 4
The "Write-in" Responses
Trainees
--I wanted to do more
Lack of interest and time of the site supervisor
•
—More time
—Not enough money for copying services
—Limited prior experience/knowledge of the site
--Release time for Trainee so he can go to site more often
—Limited site time
--Heavy course load
—Lack of funds for supplies, time allotted for guidance
and counseling in the school, training in guidance
and counseling, and time at site location
—Constraints of time limited site involvement
--Lack of funding
—Time was limited
--Lack of budget
—Politics of the administrative structure
—Distance of site limited time commitment
--J believe the lack of structure in site involvement was
a limiting factor
--Site did not have well planned activities and involvement
--Exposure was not as beneficial as it could have been
—Time limitations on my part
--Heavy academic load also limited full involvement
--Limited time
--Time for design understanding and application practice
---Size of the organization and the fact that I had other
responsibilities
--Could not be there as often as would have liked
—Time constraints and demands on time of sponsoring
individual
-•-On campus course requirements
--Time allocated to field site experience
— Internal administrative problems
—Heavy load in course work
—Politics within
--Distance, time and money
—Time commitment
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CHART H 4 cont.
The "Write-in" Responses
Administrator s
Physical facilities of school and office limited siteinvolvement
--20% of time is not enough
--Lack of funding
--Time
The cite involvement was limited to two days per week
--Funding did not become available till the program was
already started
The logistics of the school site were inadequate for
maximum contact with change clients
Not enough time—didn’t get involved soon enough
Pressure to complete assignments for other courses
—Unpredictability of work load at site
—The length of time at the agency
--Trainees had academic responsibilities
--Could have spent more time
--Time constraints
--Time
--Mostly the time factor
--Time limitation
--Course work requirements
--Extensive job demands on Director's time may have
prevented Trainee easy access for conference time
--Time deadlines for site involvement
--Funding for supplies
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TABLE ft 6
Categorization of Identified Limitations
ADMINISTRATORS
39 Number of Respondents to
"write-in" additional limitations
in response to Study Question ftl
20
11 Number of items which were
unintelligable or could not be
subjectively categorized by the
author
1
32 Total number of categorized items 21
"Write-in" Categories
14
(43.7%)
Time restraints 11
(52.3%)
9
(28.1%)
Site aspect of the Training
Project was Not well planned
4
(19%)
5
(15.6%)
Funding inconsistencies 3
(14.2%)
4
(12.5%)
Trainee overloaded with
responsibilities
3
(14.2%)
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preparation time and additional Project responsibilities of
the Trainees interfered with actual site exposure).
Category # 2
.
The second category of "write-in”
factors identified poor Project planning as limiting the
Trainee's site success. Many of the respondents (nine
Trainee's [28.1%] and four Administrators [ 19 %]) criticized
the lack of pre-planning among the Project participants,
(i.e. Trainees, On-Site Administrators and Project Directors)
and the lack of clearly defined goals prior to Project
implementation
.
Category #3. Funding inconsistencies (i.e. the
availability of funds for duplicating materials, parking fees
and miscellaneous Trainee expenses) were cited by five
Trainees (15.6%) and three Administrators (14.2%). This
third category should not be confused with the response
option entitled "travel allocations" since all references in
this category identified funding needs other than travel.
Category #4. Finally, the fourth category grouped
all the responses from each study population (four Trainees
[12.5%] and three Administrators [14.2%]) regarding poor
Trainee performance at the field site resulting from over-
burdened Trainees. Specifically, respondents made repeated
references to the Trainee's work load, in terms of academic
as well as field site preparations and time commitments,
which severely limited success in each endeavor.
83
Study Questions #2 and #3:
Analysis of Response
The response rate by both study groups to Study
Question #2 was greater than the response rate to Study
Question #1, only one Trainee (.8%) and two Administrators
(2.5%) declined to respond in any manner (See Table #7 for a
complete description of group response).
In all, thirty-five Trainees (27.5%) indicated that
they had been employed in the school system which served as
their Training field site in contrast to ninety-one Trainees
(71.6%) who experienced the field application segment of the
training effort in a new environment. The percentages of
response were somewhat different from the On-Site Administra-
tors. Thirty-eight (48.1%) indicated that their Trainees
were former employees while thirty-nine (49.3%) Administrators
indicated that they supervised Trainees who were new to their
system.
Study Question #3 received a slight decline in
response from each study group. When asked to conclude
whether the Trainee’s prior employment (or absence of) was a
factor in the successful completion of the "agreed upon" site
objectives, forty-three Trainees (33.8%) responded affirma-
tively, forty-six (36.2%) negatively, with twenty-seven (21.2%)
undecided and eleven (8.6%) Trainees failing to respond. The
Administrators responded in a very similar manner, twenty-nine
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TABLE #7
Categorizations of Response to Study
Questions #2 and #3
Study Question #2
Was the Trainee previously employed in your school system?
TRAINEE RESPONSE
Yes 35
(27 . 5%)
No 91
(71.6%)
No Response 1
(. 8 %)
ADMINISTRATOR RESPONSE
38
(48.1%)
39
(49.3%)
2
(2 . 5 %)
Study Question #3
Do you believe this was a factor in the successful completion
of the "agreed upon" site objectives?
TRAINEE RESPONSE ADMINISTRATOR RESPONSE
Yes 43
(33.8%)
29
(36.7%)
No 46
(36.2%)
26
(32.9%)
Undecided 27
(21.2%)
15
(18.9%)
No Response 11
(8.6%)
9
(11.3%)
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(36.7%) thought that prior employment was a factor while
twenty-six (32.9%) disagreed with fifteen (18.9%) undecided
and nine Administrators (11.3%) failing to respond.
Study Question #4: Analysis of Response
Results
.
Seventy-nine Trainees (62.2%) and forty-
six Administrators (58.2%) responded to the Study Question
(See Table #8). The question format requested each respon-
dent to suggest two recommendations to improve future
Training Projects which incorporate a field site experience.
Based upon the number of respondents, i.e., seventy-nine
Trainees and forty-six Administrators, total compliance with
the question directive would have resulted in 158 Trainee
and ninety-two Administrator suggestions. Final compilation
revealed, however, that only ninety-eight items were listed
by the Trainees and seventy-two by the On-Site Administrators.
Of these suggestions, thirteen Trainee responses and seven
Administrator responses were unintelligable resulting in a
total of eighty-five Trainee items and sixty-five Adminis-
trator items available for categorization.
The Categories. The form of the recommendations
,
in terms of variety of expression (i.e. one word descriptions,
complete sentences and run-on paragraphs) closely resembled
the "write-in” responses to Study Question #1. This
variety
of response format required the author to institute
the same
06
TABLE #8
Categorization of Response to
Study Question #4
TRAINEES ADMINISTRATORS
127 Total Study Population 79
79
(62.2%)
Number of Individuals responding
to this Study Question
46
(58.2%)
48
(37.7%)
Number of Individuals not
responding
33
(41.7%)
98 Total number of items listed
in response to the Study Question
72
13
(13.2%)
Number of unintelligable responses 7
(9.7%)
85
(86.7%)
Total number of categorized items 65
(90.2%)
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subjective process utilized in Study Question # 1 to categorize
the responses. Specifically, the repeated items which
suggested a consistency of post-training opinion were grouped
into categories labeled by the author (See Chart #5 for a
complete listing of the suggestions by Trainees and Adminis-
trators )
.
Category #1: Increase practicum time. The need to
increase the Trainee's practicum time commitment comprised
the largest response category (twenty-three Trainees [27%]
and twenty-seven Administrators [41.5%]). The most fre-
quently listed suggestions were to increase the Trainee's
site involvement from 20% (the federal funding guideline) to
a full time effort, i.e., a five day week for at least one
academic year.
Category #2: Improve communication. The second
major category, in terms of percentages of response from
both study groups, combined the suggestions for improved
communication among the Project participants (i.e. Trainees,
On-Site Administrators and Project Directors). These sug-
gestions included a variety of items. The most frequently
suggested items involved the pre-planning of Project goals/
objectives, the incorporation of periodic progress reports
and the request for easier accessibility of the
Project
Director by the Site Administrators
.
R8
CHART #5
The Suggestions for Improvement
Trainees
—More individual assignments
—More extensive planning
--Faculty should be more sensitive to the intensity of
the program
—Faculty should structure classes to meet the needs of
the program
—More structured activities
--The objectives should be clearly defined before
assignments are made
—More communication between all persons involved in
the program
—More trainees involved in the decision-making process
--Less book work
--More practical experience
Better relationship and understanding between students
and teachers concerning the program
--Administrators should be more informed as to the
objectives of trainees at the school site
--Greater faculty and trainee interaction
--Course arrangements should not conflict with site
experience
—More time with the program, starting in the summer
months
—Training program more clearly defined to the site
--More frequent communication between directors and
those at the school site
--More training workshops
— Better job prospects
--Spending more time at the site
--Two year site involvement
--Increased communication between university staff,
placement site staff and trainees
--Agreed time commitment
--Greater time (more than 1 year)
--Viable options
— Longer site time
--Clearer set of objectives
--Support personnel to give closer supervision
--More involvement and coordination between school site
and university
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CHART // 5 cent
.
Trainees
--Teams of fellows
—Group rpojects rather than individual projects
shou
;-
d be given to providing the fellow
v itn at least an allowance for duplicating information
--A more adequate level of communication
Lack of time was a defeating factor
--More group involvement
--More field project time
--Provide more than one year of time for the trainee todesign, implement and evaluate the project
--Assign more than one Trainee to a project
--Longer time period
— Involve more trainees in team work
—Earlier determination of project goals
--Group projects
--Teaming
——Greater scnool system involvement /support
--Plan an evaluation phase of the project
--The team approach to problem solving
— Better communication about procedures
ihe program should extend over more than one year
—
'Extend the program beyond one year
--More site visits
--Increase site involvement
--More funding
--Need a 4 or 5 week oreintation period
--Refund it
--More on-site involvement by university personnel
--Additional funds
--Mere time
—More time--at least one additional year
--Team training
--More opportunities to be innovative
--More time
--Team approach might be one change
--Greater options
--Mere opportunities to discuss and share experiences
w.ith training colleagues
--A two year practicum
•
—Additional travel allocations
--More on-site involvement
—Longer funding period
--More time at site
--Teaming with one other person
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CHART // 5 cont
Trainees
—Frequent progress reports
—More time devouted to on-site commitment
— Better consultation and supervision
evaluation of site work.
Balanced academic and site commitments
--Demand frequent status reports
—Develop team training approach
——Better orientation for field site sponsor
--More coordination and consultation between the training
advisor, fellow and site sponsor
Cut out needless questionnaires
—Designated block of site time
--More time
— Better accessibility of Project Directors
—More Involvement of cite sponsor
— Better role identification
Administrators
— Permit trainees to remain at the site for the entire
year
—Full time participation for a certain length of time
without pressure from other courses
--Supervisor at site have a part in deciding grade
--Longer length of time at the site for trainees
--Training allocations should be provided or the student
be informed that travel and parking v7d.ll be their
responsibility
—Earlier involvement (clarification and commitment to
goals by all heirarchy involved)
—Two to three years of fairly constant involvement
--More field work
--Higher task orientation
--Fossibly an extended (beyond one year) part-rime
experience would improve the longitudinal effects
of the involvement
—Consider a team approach
--Implementation of ideas need a. follow up year
--Orientation of school site administrators to university
expectations related to overall program and trainee
experience
—Training program should emphasize group rather than
individual involvement
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CHAR T // 5 cont
Admd n i strators
-More or. the spot observation by training program heads
—nore on-site time
—More on-site time
--Longer planning period
—Longer period of participation
—More comprehensive briefing of all site supervisors
cl the goals
,
.
purposes and objectives of the
program well in advance of commencing the project
——Closer communication between Training Program Adminis-
tration and participating "site" administrators
Longer ^ time period allowed for completion/follow up
of initiated project
—More involvement of the administration of the school
building in the actual development of program
--More time devoted to actual research of problem. One
year is not enough time
The trainee should spend the entire period working
here at the school
— Better publicity and dissemination of information with
regards to program goals and objectives
--Someone with experience
--Establish goals which are realistic
—Alot more time in the school site
— Start at the beginning of the school year
--Increase time of on-site involvement
— Increase number of trainees at site
--Earlier participation by system, i.e., sufficient lead
time for greater involvement of local personnel
to afford better understanding
--A greater period of time should be spent on the
school sit by the intern
--Teh program should require weekly reports
--Additional time at the site
—At least three days per week
--Increase opportunities to meet with University advisors
--Provide more pre-planning time
--Start the program in the summer
—Train two or more individuals for one site
--Periodic progress reports
--More clearly understood project goals/objectives
—More time
-- A team*, effort
--Longer training period
—
perhaps 2 years
9 ?
CHART // 5 cont
Administrators
~“
rp
nc
?'u<?
e budgeting in finance in the curriculum
rainmg program should be established for a longerperiod of time
lr>uiuee should be required to spend specified number
of hours at the site
—More time
Expanded school site involvement: lessen "theory"
requirements and increase "practicum"
— Increase travel allocations
Second year funding for site work
--Teaming of trainees on-site
Progress reports of the trainee's site involvement
—More time
--Longer on-site visits
—Goals and objectives clearly defined
—Training effort over a two year period
--Clarification of the training program goals
—Goals and objectives must be clearly defined
--Trainee should not be over loaded with responsibility
—Clarification of goals prior to beginning project
Additional funds for supplies and xeroxing
--Better communication--progress reports needed
93
Category #3: Develop team training. Fifteen Trainees
(17.6%) and six Administrators (9.2%) suggested that future
training efforts adopt the training of Trainee teams. Many
of the responses emphasized the need for Trainee group involve-
ment in terms of problem solving, sharing of expertise and the
implementation of innovations related to the theories of
change
.
Category #4; Implement project evaluation. This
category is the final large group of categorized suggestions
(i.e. categories which reflect at least 10% of response from
either of the two study groups). Nine Trainees (10.5%) and
eight Administrators (12.3%) requested that future Projects
implement appropriate Project evaluations. Repeated references
were made to the incorporation of periodic progress reports,
Trainee evaluation by the On-Site Administrator and a group
assessment (i.e. Trainees, Site Supervisors and Project
Directors) of the program’s worth.
Supplementary Categories. The remaining five
categories reflect smaller percentages of response from
each study group and encompass a wide range of suggestions
for future Project improvement (See Table #9 for a complete
listing of the "Recommended Changes").
In addition to the suggestions by Trainees and On-
Site Administrators, Project Directors were also requested
for similar post-training recommendations. Table #10
TABLE #9
Study Question #4: The Recommended Changes
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TRAINEE S
23
(27%)
18
( 21 . 1 %)
15
(17.6%)
9
(10.5%)
6
(7%)
5
(5.8%)
3
(3.5%)
0
6
(7%)
ADMINISTRATORS
Increase practicum time
commitment
27
(41.5%)
Improve communication among
project participants
9
(13.8%)
Develop team training praeticums 6
(9.2%)
Implement project evaluation 8
(12.3%)
Increase on-site administrative
support
0
Define project objectives clearly
prior to project implementation
5
(7.6%)
Provide additional funds for
supplementary training expenditures
2
(3%)
Train individuals who have had
administrative experience
3
(4.6%)
Miscellaneous Response 5
(7.6%)
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summarizes the author's subjective categorizations of their
responses
.
This chapter has presented the data collected via
the four Study Questions. Chapter V discusses the author's
interpretations and conclusions from this data and recommen-
dations for additional study.
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TABLE #10
Study Question #4:
Breakdown of Response (Project Directors)
Total Number of Study Projects
Total Number of Project Directors
Number of Directors responding to the
Study Question
Total Number of listed items
5
2
2
2
1
1
The Recommended Changes
Increase practicum time commitment
Provide additional funds for supplementary
training expenditures
Develop team training pract.icums
Define project objectives clearly prior to
project implementation
Increase on-site supervision by project
directors
1
Require Trainees tc do additional research
Request On-Site Administrators to determine
the format of the Trainee's involvement
CHAPTER V
STUDY CONCLUSIONS AND RECOMMENDATIONS
FOR ADMINISTRATOR TRAINING
Study Summary
The purpose of this study has been to identify and
analyze "uncontrolled circumstances" of the field site
experience which can limit the Trainee's success during the
field site process. Specifically, the study collected post-
training perceptions from Trainees and their On-Site Super-
visors (i.e. School Administrators) via a three segment
questionnaire. The questionnaire solicited responses to
determine the following:
1. Were there "uncontrolled circumstances"
which limited the Trainee's field site
experience?
If yes, what are they and can they be
categorized as political or institu-
tional training barriers?
2. Do Trainees and On-Site Supervisors
agree that prior exposure to the
field site by the Trainee (e.g. as
an employee) influenced the success-
ful completion of the "agreed upon"
field site objectives?
3. What recommendations do Trainees and
Supervisors suggest to improve the
field site training concept?
How do these recommendations . compare
with the suggestions by the individual
Directors of university sponsored
Training Projects?
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In review, each study chapter provided the reader
with a variety of information relevant to the study's focus.
Chapter I, entitled "Leadership Training for School Adminis-
trators: Issues of Review and Barriers to Reform", reviewed
current demands upon practicing School Administrators
,
the
dilemmas of reforming university sponsored Administrator
Training efforts and introduced the study's purpose and
scope
.
Chapter II provided a selective review of literature
directly related to the study's purpose. This review informed
or re-educated the reader on the specific training issues
investigated via this study.
Chapter III reintroduced the study's target population
and documented the specific conceptualization and facilita-
tion steps employed by the author in designing and implementing
the study's three segment questionnaire.
Chapter IV reported and described the study data in
preparation for the study conclusions of Chapter V . This
process included a comparison of response from each study
group to the four Study Questions, the author's subjective
categorization of those responses as political and/or insti-
tutional training barriers of the field site experience and
a comparative summary of the recommendations for change
suggested by each study group (i.e. Trainees, On-Site
Administrators and Project Directors).
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^ ins-lly
,
"the purpose of "this chapter is "to discuss
the data collected via the four Study Questions, document the
author's conclusions, recommend specific reform issues for
future Administrator training efforts and suggest issues for
additional research.
Data Interpretation
This study has produced a body of post-training
perceptions about barriers during the field site process of
Administrator Training Projects. From the collected data
some general conclusions about barriers to experiential
success may be drawn and certain implications for future
research identified. Therefore, the purpose of this section
is to record the author's interpretations of the collected
data and demonstrate the relationship of each exposition to
the study conclusions.
Study Question # 1
.
The first Study Question asked
each respondent to identify any problems (i.e. the phrase
"uncontrolled circumstances" was instituted in a comprehen-
sive attempt to include all situations) that the Trainee
encountered during the field application portion of the
training process . Based upon the percentage of return by
each study group (e.g. 94.4% of the Trainees and 92.4% of the
Administrators responded to the Study Question, See Table
#5, Chapter IV) the issue investigated by the question
and
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the terminology employed in the request appears to have been
appropriate to the training experience of each study group.
This interpretation is further supported when considering the
required expenditure of effort and time to complete this
style of survey question (i.e. one which lists a variety of
options including an alternative "write-in” response). Con-
sequently, the author finds it difficult not to conclude
that both study groups found the issue to be relevant to
their training experience and one which motivated their
response to the question’s inquiry.
In reviewing the response patterns by both study
groups to the listed options of Study Question #1, excluding
the "write-in" alternative, the first option provides the
largest segment of response for speculation. It is interesting
that a large percentage of the On-Site Administrators (64.3%)
thought that the site involvement was not limited by "uncon-
trolled circumstances" compared to a smaller percentage (51.6%)
of the Trainees who responded. There are, undoubtedly, many
explanations for the disparity of post-training opinion, e.g.
Trainees were more sensitive to the factors and tasks charac-
teristic of a field experience, Trainees experienced factors
in activities apart from site supervision and a variety of
other possibilities. Whatever the reasons, however, the
significant point is that percentages of both study groups
(48.4% of the Trainees and 35.7% of the Administrators)
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agreed that there were "uncontrolled circumstances" which
limited the Trainee’s success during the field application
segment of the training process. This agreement by respon-
dents of each study group strengthens the author's post-
training opinion that there are, in fact, factors indigenous
to the field application segment of training efforts which
can become barriers to Trainee success.
Of the available response options provided in the
Study Question, i.e., travel allocations, labor union and
personality clash, the logical interpretation is that these
specific factors were not significant limitations upon
Trainees in the post-training opinions of most Trainees
and Administrators. Additional support for this interpreta-
tion is demonstrated by combining the totals of each option.
The result is 15.7% of the Trainees and only 8.2% of the
Administrators viewed these factors as significant training
limitations. Since each listed option represented specific
barriers experienced during the author’s field site process,
the data response to these options strongly conflicted with
the author’s expectations. He anticipated larger percentages
of each study group to indicate similar training experience.
The absence of this corroborative post-training opinion
suggests that the author's experience with these particular
barriers, although not unique, is representative of a
minority of field site experience.
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Finally, the four categories resulting from the
author's subjective categorization of the "write-in" res-
ponses (See Table #6, Chapter IV) comprise the greatest
amount of information regarding barriers experienced by each
study group. Although the data collected via this study
does not discern which categories can be labeled as political
and/or institutional barriers, the author does believe he can
speculate with a certain degree of accuracy upon each
category.
The category entitled "time restraints" symbolizes
a typical institutional barrier of university sponsored
training programs. For example, many Project components
and procedures are determined far in advance of process
implementation via funding guidelines and/or individual
Project goals /obj ectives . Consequently, if the pre-imple-
mentation plans are inaccurate or inadequate the pre-deter-
mined components and procedures may then function as severe
limitations upon Project and individual Trainee success. The
fact that this "write-in" category grouped over half (52.3%)
of the responses from the Administrators and 43.7% of the
responses from the Trainees implies that field site time
allotments were insufficient and did perform as barriers
upon Trainee success. This data interpretation concurs with
the author’s training experience. As a Trainee in the Project
sponsored by the University of Massachusetts, the author's
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field site was his former school district in the State of
New York. The distance to the site coupled with inadequate
travel allocations prohibited weekly visitations and limited
the site learning experience.
The barrier identified in the second "write-in" cate-
gory, i.e., site aspect of the Training Project was not well
planned, may qualify as both political and institutional.
Political barriers contain a variety of human factors, such
as; personal or professional bias, poor judgement, ineffi-
ciency, inconsistency and others which are commonly charac-
terized as personality deficiencies or poor leadership skills.
In contrast, institutional barriers include factors beyond
the control of the individual Project Directors, such as;
the inflexibility of funding guidelines, a late announcement
of the fellowship awards from the funding source and the
absence of communication vehicles among the various program
sources (i.e. individuals within the funding agency and at
university levels). Therefore, the respondents may have
experienced any/all of these factors which performed as
limitations to the proper planning of the field site process.
Based upon the available data, e.g. the diversity of specific
responses within the category and the lack of similar ex-
perience by the author, final speculative judgement as to
which factors prevented the proper planning of the 1 ield
site components can not be made by the author.
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The third "write-in" category entitled "funding
inconsistencies" can be interpreted as either a political
or1 institutional barrier. Many of the individual responses
complained about the absence of funds for the duplication of
materials, parking fees and miscellaneous expenses charac-
teristic of the field site experience. The category illus-
trates that this factor was a barrier for a relatively small
percentage of the respondents, i.e., five Trainees and
three Administrators identified this factor as a success
limitation.
The issue of an overburdened Trainee as a limitation
of the field site experience (Category Four) is a valid
barrier from the author’s perspective and can be labeled as
both political and institutional. Many, if not all of the
Administrator Training Projects funded under E.P.D.A., Part
C 1973-1974 combined the work of the Project with the oppor-
tunity for the Trainee to attain a Masters or Doctoral degree.
Due to the nature of graduate work, in terms of oral and
written tasks directly supervised by academic advisors or
committees, the Trainee experiences a combination of politi-
cal and institutional responsibilities. Consequently, the
work at the site, the academic graduate course load and the
agendas of a Trainee’s advisor or committee qualifies this
barrier as both political and institutional.
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Study Questions #2 and #3. The focus of these
questions was to determine if a Trainee's prior employment
(or lack of) in the school system serving as his/her field
site is a limiting factor, i.e.
,
barrier, upon Trainee
success. The author's initial inspection of the data res-
ponses implied that respondents of each study group did not
perceive the presence or absence of prior employment as a
field experience training limitation. This data interpre-
tation strongly conflicted with the author's post-training
convictions and data expectations. Prior to study imple-
mentation the author felt confident that the collected data
via these two questions would support his view that prior
employment is a definite Trainee advantage during the field
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site experience.
However, further inspection of the response rates to
Study Question #3 suggested indecision by the individuals of
each study group. This interpretation is supported in
Table #7, Chapter IV. Eleven Trainees (8.6%) and nine
Administrators (11.3%) failed to respond to the question in
addition to twenty-seven Trainees *21.2%) and fiften Adminis-
trators *18.9%) who were undecided as to whether prior
Trainee employment (or lack of) limited the successful
62 See Chapter III, "The Study Genesis" for a review
of the author's post-training perceptions regarding prior
employment
.
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completion of the "agreed upon" site objectives.
The author believes that the indecision responses of
each study group suggest that the Study Question revealed an
issue which respondents of each group had not previously con-
sidered as a training limitation. Consequently, although the
data fails to provide any indications that prior employment
is either advantageous or limiting during the field site
process, the indecision component of the collected data
does suggest a need for additional research on the topic.
Study Question #4. The large response percentages
(Trainee 62.2%, Administrator 58.2%) suggest that the Study
Question was relevant to the training experiences of each
study group and may have performed as an evaluative communi-
cation vehicle for each study respondent. However, the
failure of the respondents to fully comply with the Study
Question directive (i.e. to list two recommendations for
future Training Projects in the effort to improve the field
application segments) implies that the individual field site
training experiences were not severely limited by more than
one Project component.
The substance of the responses, subjectively grouped
into categories by the author (See Table #9, "The Recommended
Changes"), provide a variety of improvement strategies for
future training efforts which attempt to blend theory with
practical experience. The author believes each category
107
represents items which each respondent recognized as a
training barrier during his/her training process. For
example, the categories identifying increased communication
among Project participants and increased On-Site Administra-
tive support may be indicative of political factors while
categories referring to increased practicum time, additional
funds for supplementary training expenditures and the incor-
poration of a Project evaluation may reflect institutional
barriers
.
When comparing these categories to those developed
from the recommendations suggested by the individual Project
Directors (See Table #10, Chapter IV), some of the same
institutional barriers are evident. The repeated references
to the increase of Trainee practicum and funding for field
site expenditures illustrate this point.
Study Conclusions
Based upon the data collected via this study, the
author has drawn a number of conclusions regarding the
study's focus and the post-training perceptions of the
Training Project participants funded under E.P.D.A., Part C
1973-1974.
First, there were "uncontrolled circumstances" which
limited Trainee success during the field application segment
of the training process and these barriers were experienced
108
by each study group (48.4% of the responding Trainees and
35.7% of the responding Administrators). From the author's
perspective, the presence of this corroborative post-training
opinion supports his pre-study expectations on the study
issue
.
Secondly, the predominant barrier to Trainee success
at the field site was the absence of sufficient practicum
time. This conclusion is based upon each study group's
identification of "time restraints" as the primary success
limitation (43.7% of the Trainees and 52.3% of the Adminis-
trators responding to the "write-in" alternative of Study
Question #1 )
.
Third, the data collected via Study Questions #2 and
#3 failed to discern if a Trainee's prior employment in the
school system serving as his/her field site did, in fact,
perform as a training barrier. Support for this conclusion
is based upon the percentage of indecision within the data
responses from each study group to Study Question #3. Speci-
fically, 21.2% of the responding Trainees were undecided and
8.6% did not respond coupled with a similar response pattern
from the Administrators, 18.9% undecided and 11.3% failing
to respond on the issue.
Finally, the Training Project participants demonstrated
a willingness to identify specific recommendations in the
effort to improve future Training Projects. Consequently,
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their post-training views represent a valuable resource for
the continual review and reform of Administrator Training
Projects which attempt to blend theory and practical appli-
cation .
Reform Issues for Administrator Training
The obvious reform issue resulting from this study
is the suggestion that Project Directors develop a greater
awareness to Training Project components which can inadver-
tently perform as barriers upon Trainee success. This new
awareness requires a greater sensitivity of Project organizers
not only to the barriers of the field site process, the
specific focus of this study, but to every aspect of Project
involvement from the recruitment and selection of Trainees
(an issue previously discussed in Chapter II) to the place-
ment of Project graduates. Hopefully, this sensitivity will
generate a conscious effort to eliminate institutional
barriers and lessen the political factors which can inhibit
Trainee success.
The unique value of this study is that it has focused
upon the post-training perceptions of Administrator Training
Project participants. Their views on the presence of
training barriers during the field site process coupled with
their recommendations for change in the effort to improve
future Projects imply specific reform issues for training
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efforts that attempt to blend theory with practical applica-
tion .
The verification, via this study, that barriers can
limit Trainee success should prompt funding agencies, spon-
soring universities and the participating school systems to
re-examine the role that field application performs in the
training of School Administrators. Specifically, the fresh
post-training perspectives presented in this study suggest
that Training Project leaders review and consider the
following
:
1. Examine the value of increasing the
duration of the Trainee’s time commit-
ment. The post-training perceptions of
this study suggest a full-time involve-
ment up to a five day week for one
academic year.
2 . Increase the communication avenues among
the Project participants, i.e. Trainees,
On-Site Administrators, and Project
Directors. This communication process
should include the pre-planning, operative
and post-training stages of the training
effort
.
3. Provide additional funds to the Trainee
or school system for operative costs
indigenous to the Trainee's work at the
field site, e.g., duplication costs,
parking fees, additional travel allowances.
4. Re-construct the academic, social and
field site requirements in the effort
to lessen the effect of conflicting
demands upon the Trainee. The consensus
of post-training opinion in this study
recommends that all academic requirements
be completed prior to or suspended during
the practicum.
Ill
Although the application of these reform suggestions
will not insure the elimination of training barriers during
the field site process, they should inform and sensitize
the leaders of Training Projects to the presence of disguised
limitations which often perform as barriers to Trainee
success. Hopefully, this sensitivity will survive the
periodic changes of future Training Projects and Project
organizers will continue to review training components for
the presence of barriers.
Suggestions for Additional Research
This study will undoubtedly instigate a variety of
related research efforts regarding the concept of training
barriers. From the author’s post-study perspective, how-
ever, there are three specific issues which warrant addi-
tional research.
The author’s first request is for study replication.
This suggestion is based on the fact that although this study
illuminated the concept of Trainee success barriers in
relation to the field site process, many other barriers exist
within other Training Project components (i.e. other than
the field application segment) and require identification.
Consequently, additional study of these Training Project
components utilizing a similar investigatory approach, i.e.,
surveying the post-training opinions of the Project
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participants, will hopefully uncover these training success
limitations
.
Secondly, the data collected via this study failed
to discern if a Trainee’s prior employment in the school
system serving as his/her field site can, in fact, perform
as a training barrier. Based upon the percentage of in-
decision within the data responses from each study group,
the author believes this factor necessitates further re-
search.
Finally, a study is needed to determine what
specific organizational steps can be employed by funding
agencies, sponsoring universities and cooperating school
systems to reduce the number of training barriers and
their impact upon Trainee success.
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APPENDIX A: E.P.D.A., PART C 1973-1974
PROJECT SUMMARIES
The information contained in this section was not
collected by the author but represents a comprehensive effort
by the project staff of Dr. George Bryniawsky to compile and
document individual project data from the Quarterly Progress
Reports submitted to his office. The author is indebted to
Dr. Bryniawsky for the availability of these concise project
summaries
.
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AMEPICAN UNIVERSITY/METROPOLITAN EDUCATIONAL COUNCIL
FOR STAFF DEVELOPMENT FELLOWSHIP PROGRAM FOR
MANAGEMENT OF EDUCATIONAL CHANGE
DIRECTOR'S REPORT
Elaine C. Melmed, Director
January, 1974
Major Program Focus :
The American University/Metro-Council program is
sponsored by a consortium of colleges and universities in
Washington, D. C. Seven institutions of higher learning
are involved, and field placements for internship experi-
ences are provided by the District of Columbia Public
Schools and the Arlington, Virginia, Public Schools. The
major focus of the program is to improve the competencies
of school administrators, teachers, and university person-
nel who are directly involved in the implementation and
management of educational change. Key elements of our
program are the development of strategies to open communi-
cation between institutions of higher learning and public
school systems that will overcome the traditional indiffer-
ence with which school systems view university research and
training programs, and the development of university training
and research programs that will be responsive to the needs
of the school systems.
Primary Activities (To Date) :
— Individually developed university programs
— Weekly seminars
-- Intensive internship involvement in a public
school field placement
— Policy Council meetings of deans and department
chairmen of participating institutions and school
system representatives. The Council will also
include Fellow representatives (second semester).
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Orientation :
-- Individual conferences between Director
and Fellow
““ First two sessions of the weekly seminars
Special Seminar
1. Is held every Thursday, 9:30 a.m.-12 noon
2. Focuses on the theoretical bases for
educational change
3. Has the Chairman of the Department of
Education of one of the participating
institutions as the seminar leader
4. Draws guest presentors from faculty of all
of the participating institutions and from
key outside speakers, i.e.:
Dr. William C. Smith, Director of
Teacher Corps, formerly with NCIES
Dr. Richard Foster, Superintendent,
Berkeley, California Public Schools
Dr. Robert Phelps, Executive Director,
Penn State Education Association
Dr. Robert Chin, Boston University
Range of Settings for Field Experiences :
1. State/City Department of Education (The District
of Columbia Public Schools are unique in that
central administration serves as both a local
and state department of education)
.
2. Elementary and secondary schools
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3. Central administrative and supervisory
departments and divisions
4. Assistance to Special School System Program,
i.e., Bilingual Program and Career Development
Expected Long and Short Range Consequences
Fellows
Learn strategies for and difficulties of change
View current and future jobs more broadly
122
EPDA LEADERSHIP PROGRAM
DIRECTOR'S REPORT
Dr. Stephen C. Herrmann
Atlanta University
School of Education
January 1974
Major Program Focus :
Administrative leadership through systems analysis,
mainstreaming exceptional children-using team operations in
a do-it-yourself mode.
Primary Activities (To Date )
:
Field observations, team planning and presentations,
mini-internships — all planned and executed by students.
Orientation :
The Fellows went through a 2-1/2 week program of
three-hour daily sessions.
Special Seminar :
The twenty-five fellows are in five teams. Each
team is assigned a specific presentation function during
the planning for the five-week modules and; each member
accepts leadership during succeeding modules. Thus far,
the seminar has been conducted in three sessions each week
by the assigned team. The team is permitted to select any
resources the members deem fitting (and with reason) to
support their activity. The foci within the module are:
1) orientation and review of literature; 2) pertinent
management strategies; 3) pertinent curriculum strategies;
4) research needs: 5) evaluation.
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Range of Settings for Field Experiences :
Field experiences up to this point have been inter-
views and observations. They have ranged from army
reorganizational studies to correctional institutions along
with business and educational enterprises. Most fellows
have confronted some new types of settings. Future experi-
ences also include mini-internships in which fellows become
associates in selected activities.
Expected Short and Long Range Consequences :
The fellows :
... New outlooks, new ways of working together, new
planning and decision-making techniques, new confidence, new
awarenesses, ways of assessing personal strengths and
weaknesses, new abilities to effect change.
The department :
... Overload on faculty time, reconstructions on
the meaning of coursework, redesign of courses and sequences,
strengthening and changing of ideas about the doctorate,
new appreciation of the flexibility allowed at the University.
The School of Education :
. . . Further evidence of the need to develop wider
options for students, awareness of and planning for a
different (and higher) level of student, inclusion of other
faculty in the work of the project, cooperative sharing
of ideas.
The school systems :
. . . Cooperation of the University and the system to
organize and train selected personnel, benefits of having
personnel with increased skills.
124
CATALYSTS FOR CHANGE
DIRECTORS' REPORT
Lawrence A. Gomes, Jr.
Boston College
School of Education
Division of Special Education and Rehabilitation
January 1974
Major Program Focus :
The program aims to aid the participants in acquir-
ing the knowledge and skills which will enable them to
serve as catalysts for changing educational services so
that children with special needs (commonly referred to as
exceptional children) can acquire the maximum benefits of
education. As a result, they may serve to encourage and
assist school communities to plan and conduct programs
which will expand and/or revise educational services so that
the needs of all handicapped children can be met. More
specifically, it aims to help the participants:
1. To develop or reinforce an educational
philosophy which allows for educational
services for all children.
2. To become well acquainted with the variety
of services and the educational alternatives
which schools must offer to insure adequate
services for handicapped children.
3. To be able to plan short and long range
educational programs for handicapped
children
.
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4. To understand state educational laws
and regulations pertaining to handi-
capped children their philosophical
and financial implications.
5. To become acquainted with methods of
community education which will aid in
acquiring philosophical and financial
support for school programs for
handicapped children.
Primary Activities (To Date )
:
Incorporated in special seminar.
Orientation
:
The initial introduction to the program was made
during the recruitment stage. A flier with a brief
statement regarding the goals of the program was distributed
throughout New England. Some prospective candidates con-
tacted the directors of the program by telephone and
received more details. Those considered for the program
were interviewed personally before acceptance. Those
accepted were interviewed again during the counseling
period when their backgrounds were assessed and when their
programs of study were planned. Further orientation was
conducted during the initial seminar meeting, as it was
during an evaluation and planning session at the end of
the first semester.
Special Seminar :
Although the program for each of the participants
is tailored to his/her needs so that each will have the
course work and experiences which will permit him/her to
acquire or strengthen the competencies needed to become a
catalyst for change, all are enrolled in a special seminar.
This seminar permits the pooling and sharing of the vast
reservoir of knowledge and experience found in this well
diversified group, including faculty members involved. The
latter include the two directors who bring experience in
special education in public and state residential settings i
the Dean of the School of Education, a former superintendent
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of schools; the Associate Dean, a former elementary schoolpr inc ipal ; the Director of the Division of SchoolAaministration, who served two years as a high schoolprincipal ; and two staff members of the Division of SchoolAdministration, one served as a school principal and later
as administrator of a private institution of higher educa-tion .
The seminar had regularly scheduled two-hour meetingsin a lounge suited to total involvement. The participants
also met in smaller groups on their own volition at various
times
.
A special seminar meeting was held at the end of
the semester so that the participants could review what
they believed was accomplished and to help to plan the
program for the second semester.
Range of Settings for Field Experiences :
Not included in this report.
Consequences :
Some short-range consequences hopefully will have
some long-range effects.
1. Fellows
a. Short range
1) better prepared for a more serious
consideration and involvement in
managerial and problem solving pro-
cedures which will aid them in
becoming change agents.
2) better understanding of the conse-
quences and impact which mainstreaming
will have in the school community --
philosophically and financially.
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3) better understanding of the role
the schools could play in serving
severely and multihandicapped
children heretofore excluded from
the schools.
4) better acquainted with national
trends and legislation which
encourages or mandates mainstreaming
delabeling, and special services
which would enable the schools to
provide for all children.
5) more appreciative of the challenges
and problems in implementing change
in special education services.
6) better knowledge of handicapping
conditions beyond the pale of those
which they felt were their areas of
specialty.
7) involved in constructing a model
for change for a particular community
involved in being a change agent to
enable the desired changes to be made
and the need of preparation to serve
as a change agent.
b. Long range
1) better understanding of the pro-
cedures involved in making the
desired changes.
2) better idea of how they can serve
as a change agent in the administrative
positions which they hold or aspire
to if they plan to seek a change.
3) skills to serve as the change agent.
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2. Division
a. Short range
1) directors have a better know-
ledge of the way in which
administrators view the problems
reintegration and serving
seriously handicapped children.
2) above knowledges have been shared
with staff members.
3) Dr. Joseph Rice, Associate Commissioner
of Special Education (Mass.), to
teach a seminar second semester
regarding local, state, and federal
roles and relationships in serving
the handicapped.
b. Long range
1) staff will be taking a closer look
at the competencies expected of
the students in special education
in light of ideas gleaned from
seminar discussions.
2) participants will serve as a pool
of talent for future conferences,
seminars, etc.
3. School of Education
a. Short range
1) students in course work with Catalyst
students have discovered the breadth
and depth of the problems of serving
handicapped children in the public
schools
.
2) fellow general education students have
become acquainted with the role
private and state schools have
played in serving handicapped children.
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3) those responsible for the pre-
paration of general administrators
who have participated in the
program have increased their
knowledge relative to the problems
of reintegration, mainstreaming,
serving severely handicapped
children, etc., and as a result have
counseled their students to pursue
some studies in special education.
4) those responsible for the School of
Education administration also have
been made even more aware of the
problems of serving handicapped
children and the need to include
consideration of the education of
the handicapped in the programs for
preparing general educators
(elementary and secondary) . Committees
of both general and special education
have been formed to plan necessary
curriculum changes.
4. School systems
a. Short range
1) participants have served to bring
factual information to school
communities which they have
visited
.
2) some local school personnel have
been made aware of the commonality
of problems faced by various
communities endeavoring to effect
change
.
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b. Long range
1) communities should benefit from
the model for change constructed
by students.
2) communities will benefit directly
from the services of the partici-
pants when they complete their
preparation
.
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EDUCATIONAL MANAGERS FELLOWSHIP PROGRAM
DIRECTOR'S REPORT
Dr. Charles Flowers
Fisk University
January 1974
Major Program Focus ;
The major focus of our program is its emphasis on
an inderdisciplinary and consortium based Master's Degree
in Education format with an admixture of business manage-
ment courses and experience. We were able to forge an
innovative program with the cooperative assistance from
the Vanderbilt School of Management.
Primary Activities (To Date )
:
Primary activities we have used so far include, in
addition to thirty-plus-hour (30+) curriculum in education
with special emphasis on guidance and counseling; intern-
ships in post-secondary educational institutions, community,
social and governmental agencies. Graduate fellows via
seminars are guided through analysis of programs en toto .
Since a thesis or major project is a requirement for the
Master's Degree, some of the Graduate Fellows are conducting
research in conjunction with their internship.
Orientation and Special Seminar ;
We oriented our Fellows to the program by describing
in detail each aspect of the program in terms of the project
objectives. Following these initial sessions, orientation
is continued in a weekly non-credit seminar during which
each Fellow presents his internship program and analyzes
its program objectives, elements, and salient factors.
Additionally, this special seminar includes presentations
from and discussions with such resource persons as
University Budget Analysts and Program Directors.
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Range of Settings for Field Experiences:
Our objective was to vary the experiential back-ground of Fellows to the extent possible; to make the
setting as educationally meaningful as possible and, where
possible, to tailor the intern setting to the vocationaldirection of the Fellow. Consequently, some Fellows had
more intern placements than others; all have or have had
settings different from their previous employment experi-
ences; and most have had or will have had at least one
post— secondary educational setting and one non-educational
setting
.
The range of setting can be seen by observing the
following list:
1. Urban League
2. Concentrated Employment Program
3. Opportunities Industrialization Center
4. Vocational Rehabilitation Evaluation Center
5. Vocational Rehabilitation Community Service
Center
6. Tennessee Department of Employment
7. Mayor's Office
8. Area Vocational Technical School
9. Volunteer State Community College
10. Peabody College for Teachers
-- Placement Office
11. Fisk University
-- Career Planning and Placement Services
-- Personal and Social Counseling
— Student Support Services Program
— Upward Bound
12. Nashville Urban Observatory
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Expected Short and Long Range Consequences :
(1) Educationally, Fellows should be better ableto conceptualize, organize and administer an educationalprogram as a consequence of this Managers Program. Vocation-
ally, Fellows should be able to function on the supervisory
or administrative level on job entry or sooner than a more
traditionally trained guidance worker. As change-agents,
Fellows should be more effective because of their studies
in such areas as organizational behavior, budget manage-
ment, and personnel management.
(2) The Department of Education is giving serious
consideration to redesigning the course of study for the
Master's Degree to include more emphasis on program manage-
ment. The focus traditionally has been on understanding and
development of the individual. A study of the courses
offered as well as the institutions included revealed that
the Graduate School of Management has not focused on
educational program management. As a consequence of
Educational Managers Program, Vanderbilt recognized the need
for in-service training programs, projects and courses for
school principals, program directors and other educational
administrative personnel.
(3) Hopefully, the settings, school systems,
community and technical schools, community and social agencies
and institutional programs will benefit from the internships
of Fellows. Insights gained from courses; previous edu-
cational and work experiences; knowledge gained from research
conducted in the settings — all these and more are shared
on a daily basis. Many staff members from these settings
have expressed a need for studying in such an Educational
Managers Program.
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A COMPETENCY BASED TRAINING PROGRAM
FOR THE PRINCIPAL: CHANGE AGENT
DIRECTOR'S REPORT
Dr. J. Frasher
Georgia State University
January 1974
Major Program Focus :
The major focus of our program is the preparation
of educational personnel for the principalship in large
urban areas. It was developed in response to an emerging
trend toward the decentralization of the large school
systems in the South in general and, more specifically,
in the greater Atlanta metropolitan area. One of the
corollaries of this organizational trend was assumed to be
an increased importance of the position of the principal in
the scheme of organizational change. Therefore, the
principalship became the target toward which the training
program was developed.
Primary Activities (To Date )
:
Primary activities we have used so far have been
1) behavioral science seminars, 2) competency based training
modules, 3) a temporary system in full time field settings
and 4) intensive workshop experiences.
Orientation :
We oriented our fellows to the program through a
three-day team building workshop conducted on Jekyll Island,
a resort on the Atlantic. Activities during the workshop
were designed to provide an orientation to the program as
well as to facilitate the student selection of FACE team
membership and assignment. After the teams were formed
considerable attention was focused on building open and
trusting relationships with each team.
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Special Seminar (s):
The program was designed to cover four academicquarters over a period of one calendar year. During each
of the four quarters a seminar from one of the behavioral
sciences (political science, psychology, sociology or
economics) is being conducted. The seminars are specifi-
cally designed to provide the fellows with a "structure of
the descipline" perspective from which they may examine the
change process in educational systems.
Range of Settings for Field Experiences :
Metropolitan Atlanta provides the setting for all
of the field experiences. FACE teams function in either
elementary or secondary principalships in seven school
systems with enrollments ranging from seven thousand to
ninety thousand students. In addition two FACE teams
function in area superintendencies in the city of Atlanta
and one FACE team is located in the state school for deaf
children operated directly through the Georgia Department
of Education. The fact that twelve fellows have previous
experiences in their field positions and twelve are in field
experience roles different from their previous employment
experiences has created a most functional educational
climate
.
Expected Short and Long Range Consequences :
An assessment of other than obvious consequences
of the program at this time would probably be premature.
At this point in time a listing of desired outcomes in
question form, hopefully to be answered as the program con-
tinues to evolve and various components are subjected to
evaluation, is considered more appropriate.
The fellows
... Is it possible for a person to retain full ad-
ministrative responsibility as a principal and to participate
in a rigorous academic program without detriment to proper
accomplishment in either endeavor?
... Will the emphasis on the field experience in the
PhD program result in a greater percentage of graduates
employed in public schools?
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. . . How many facilitators will
states and former systems?
return to their home
cation scene?°
W Wil1 beCome part of the Atlanta edu-
,
_
* * * what does a close personal relationship do toone s doctoral program — which is normally thought to belargely as isolated or independent educational experience?
... Will this type of preparation program reduce orenhance the graduates' chances for employment in teachingpositions in universities?
... Does attainment of prescribed competencies make
a difference in the quality of education offered students?
. . . Do principals trained in this program actuallyinitiate more changes than those not trained in this way?
The Department of Educational Administration:
. . . Are behavioral science seminars with enrollment
restricted to students of educational administration as
effective as open enrollment cognate courses?
. . . Will the results of the FACE teams be effective
enough to justify permanent alteration of departmental
staffing patterns?
... To what degree can the existing departmental
program be specified in competency based modality?
. . . Can the current credit system be modified to
accommodate competency packages, unique field experiences,
and so forth that are all parts of individualized instruction?
. . . What behaviors or competencies enhance the
faculty member-consultant role?
. . . Are cognitive skills comparable to those of
graduates trained in traditional programs?
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The School of Education:
. . . Should selection of graduate students be a
shared responsibility between school system and university?
... Are activities revolving about field oriented
problems legitimate concerns of a school of education? If
so, what portion of the school's resources should be devoted
to such activities?
The participating school systems:
. . . Are FACE teams effective in producing signifi-
cant lasting change in participating school systems?
. . . How can districts be encouraged to underwrite
portions of the cost of this program after federal funds are
removed?
... Is this program a "more bang for the buck" pro-
gram when viewed in an in-service or staff development
context?
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ADMINISTRATIVE LEADERSHIP TRAINING FOR
CHANGING EDUCATIONAL SYSTEMS
DIRECTOR'S REPORT
Dr. Phillip Pitruzzello, Head of Division
of Educational Administration
New York University
School of Education
January 1974
Major Program Focus :
The training of managers of educational change
through an approach which assumes that the development of
desired organizational behavior depends upon the develop-
ment of appropriate organizational environment.
Primary Activities (To Date )
:
The development and refinement of an Individualized
Learning System. Students and faculty planned and learned
together in seminar settings which, in the main, served as
a substitute for regular graduate courses. Freed of the
normal course structure the fellows and faculty applied
organizational development technology to their own learning
activities to:
1. gain knowledge and understanding of useful
theories regarding major concepts associated with
change and change strategies;
2. test the power and potential of these theories
in field settings;
experience the Organizational Development pro-
cess in all program activities with the object
of developing 0. D. skills of fellows.
3 .
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Orientation :
Fellows met for one week prior to the beginning offormal program activities. They analyzed the program
objectives and made initial assessments of their roles andpotential contributions to the program. As assessment ofindividual needs and talents of each fellow was completed.
This profile has served as a basis for advisement anddevelopment of individual tailor-made programs.
Special Seminar :
The twenty-six fellows met regularly two or three
times a week with four faculty members. In addition seven
other faculty members participated when their special
competences served a need. The special seminar had two
major characteristics. It served as the planning vehicle
for development of program activities and provided a setting
for the learning activities selected jointly by fellows and
faculty. Interestingly the fellows created an informal
(non-credit) seminar for themselves in which they discussed
and clarified their responsibilities to each other and their
obligations to have a lasting impact on the division's
program. Whether they realized it or not they created
support systems which should prove useful in future careers
as managers of change.
Range of Settings for Field Experiences :
In the main New York University fellows are indi-
viduals who are interested in exposure to new field settings.
In October the faculty, an advisory group (training council)
of cooperating administrators and the fellows identified
approximately fifty field experience opportunities in New
York City and suburbs within a sixty-mile radius. These
field experiences approved by the respective local officials
became a shopping list from which fellows selected the most
promising opportunities to follow their interests, to broaden
their backgrounds and to practice the art of the change
agent. Fellows will spend approximately thrity percent of
their time in selected field projects during the second
semester
.
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Expected Short and Long Range Consequences :
Fellows :
Enhanced skills and insights on the techniques of
organizational development and the strategies of change. A
clearer notion of where they stand on necessity and/or
commitment to create change. Most fellows have become
committed to a long range program of self-development.
Department :
The entire department, faculty and students are
engaged in a comprehensive assessment of values, goals,
objectives, desired products, etc., aimed at determining
the directions for program development for the next five
to ten years.
School of Education :
Most notable have been the pressures created on the
School by the program's departure from structured, standard
requirements. It has tested the validity of rigid require-
ments uniformly imposed on all students and all degree
programs throughout the School. Under this pressure to
re-examine traditional requirements, many have been dis-
carded especially those whose raison d'etre had long been
forgotten
.
School Systems :
Despite much talk to the contrary, practicing admini-
strators do want to establish linkages with universities.
They often doubt whether mutually beneficial linkages can be
created, particularly since systematic means for dialogue
may not exist and an awkwardness regarding which party should
take the initiative prevails. The project demanded uni-
versity initiate and when exercized met with excellent
response from the field. A more sophisticated approach to
permanent rather than temporary linkages appears to be devel-
oping. A better flow of information regarding needs and
service has occurred. It augers well for the bridging of the
gap between research and practices and reducing the lag in
the utilization of knowledge.
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TRAINING EFFECTIVE MANAGERS OF
EDUCATIONAL CHANGE
DIRECTOR'S REPORT
Dr. B. J. Chandler, Director
Dr. David H. Florio, Assistant Professor
Northwestern University
School of Education
January 1974
Major Program Focus :
The major focus of the Northwestern EPDA fellowship
program is to prepare doctoral candidates in educational
administration for positions of educational management,
specifically for change agent roles, through a combined
program of interdisciplinary academic study and field based
internships in educational systems. The program is designed
to provide fellows with a year of campus-based academic
study in the social, behavioral, and management sciences and
in educational administration. These seminars and courses
are designed to develop change agent skills and knowledge in
monitoring social indicators of organizational change agent
skills and knowledge in monitoring social indicators of
organizational health, planning and selecting appropriate
strategies or tactics for affecting change, and implementing
selected change processes. The academic year will be
followed by an administrative internship a school system or
educational agency. Programs are individually designed
around study need, background, and goals.
Primary Activities (To Date) : (including a special seminar
for EPDA fellows)
As of this report, candidates have completed one
academic quarter of interdisciplinary study. In addition to
courses in educational administration, fellows have taken
part in seminars and courses in sociology, anthropology,
political science, psychology, economics, the School of
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Management, and the Technological Institute. Courses inthe management and technical areas have included work inpersonnel management, organizational behavior, diffusionof innovations, et al. Although the program is designed
r internships to begin in the second year, candidateshave participated in field projects and studies throughtheir course work and independent studies. Several students
are taking courses in learning disabilities.
Orientation and Special Seminars:
Fellows participate in bi-weekly interaction sessions
and seminars which have been devoted to sharing academic,
background, and current interest information among the
fellows and the faculty in educational administration. The
sessions also have been used to introduce fellows to current
campus and field-based programs associated with various
schools and departments throughout the university. They
are continuing with emphasis on gearing up the fellows for
their internship experiences. In addition to Northwestern
related programs, fellows will have the opportunity to meet
with educational managers in field institutions.
Range of Settings for Field Experiences :
The first-year program stresses campus-based
academic experiences. The second field-based year is being
developed under the direction of Drs. David Florio and
Anthony Cresswell, liaison with the Chicago-area Educational
Strategy Consortium. Dr. Cresswell has polled the fellows
regarding internship preferences and will coordinate matching
of fellows with positions. Some of the experienced fellows
anticipate returning to their home-base institutions for
their second-year internship, with the possibility of being
accompanied by an inexperienced counterpart. Participants
were recruited predominantly from jobs involving urban
and minority children, and are likely to return to similar
settings. Attempts are being made to place fellows in
central office or field based change agent roles in school
systems
.
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Expected Short and Long Range Consequences :
1. EPDA fellows:
The short range consequences for EPDA fellows hasbeen the opportunity for both experienced and inexperienceddoctoral candidates in educational administration to take
a year away from the day-to-day activities of the working
world for study, reflection, and sharing knowledge/experi-
ence in a academic setting. "Inexperienced" refers to
administrative activity only. All of the candidates
represent rick backgrounds in a full range of educational
activities ranging from teaching and curriculum consultation/
development to administrative positions in schools, state
and county agencies, and other educational programs. This
year represents the opportunity for fellows to develop the
knowledge and skills necessary for the management of change
in educational institutions.
The long range consequences for fellows represent
several opportunities for using their skills in field based
settings. Through the activated internship program, the
fellows will be able to take active parts in central admini-
stration planning, development, and implementation of change
efforts. The goals of the fellows reflect aspirations for
leadership in a variety of educational fields. These
areas range from public school administration, program
direction in urban schools, and state/regional educational
agencies to national based education positions in higher
education. The strong minority/female membership in the
EPDA fellow group (15 of the 20) have indicated a strong
desire to be placed in settings that will allow them to
take leadership and developmental roles for programs
affecting minority, low income, and female student populations.
2. & 3. Northwestern University School of Education
and Educational Administration Program:
The broad range of backgrounds of the fellows have
added a healthy input to the courses, seminars, and faculty
both in the School of Education and the various departments
and schools of the university. Through the various associa-
tions and experiences of the fellows, faculty and admini-
strators in the University have broadened their base of
potential and current research and development programs.
The participation of fellows in the academic programs of
various departments outside the School of Education have
added to the development of links and ties essential for
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an interdisciplinary program in educational administration.
Less tangible, but nonetheless real, are the informal inter-
action of fellows and faculty. The interchange process in
this regard has led to cooperative development of the
program in educational administration and development of
research/development efforts. The development of the intern-
ships for fellows is broadening the base of relationships
for the School of Education both in the Chicago metro-
politan area and throughout the country. These long range
developments are expanding both the placement/recruitment
base and the research/development pool of the University.
4. School Systems Affected by the Program:
Although the field internships will begin next year,
school systems in various communities are being affected
through continuing contact with fellows and university
faculty. In addition to school systems in the Chicago
area, Nashville (Tenn.)
,
the state of Maine, and New Jersey
are affected in this manner. The Chicago Public Schools
are currently interacting with a number of fellows both
through informal contacts and through field based research
and development programs. The long term consequences for
the internship program will strengthen these ties and
associations
.
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SPECIAL EDUCATION ADMINISTRATIVE ALTERNATIVES PROJECT
DIRECTOR'S REPORT
Dr. Glen A. Ohlson
San Francisco State University
January 1974
Major Program Focus :
The project at San Francisco State during the current
academic year has three major foci as follows:
1. Alternative models for serving handicapped
children within the public school framework
2. Administrative strategies for the implementation
of change
3. Legal rights of handicapped children
Primary Activities (To Date )
:
During the first semester fellows participated in
two specifically designed seminars plus an internship
relating to the objectives of the project.
A seminar on legal rights of the handicapped under
the leadership of an attorney from San Francisco explored
currect judicial action from a national perspective relative
to the rights of handicapped children and their families.
This seminar will be further enhanced by the participation
of our fellows in a conference scheduled by the Practicing
Law Institute in San Francisco at the end of this month.
This is one of four conferences scheduled by the PLI in
various locations (Dallas, New York City, Pittsburgh, and
San Francisco) devoted to the topic of legal rights of the
handicapped. In addition we are planning a colloquium on
our campus in April in conjunction with the Leadership
.
Training Institute in Special Education of the University of
Minnesota relative to legal rights of the handicapped and
intend to publish proceedings of this conference.
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A second seminar devoted to alternative models forthe implementation of change in educational settings con-
sidered strategies recommended by NTL
,
TA (Transactional
Analysis)
, Esalen, the Far West Regional Laboratory, andRroject Catalyst as developed by Dr. Beery in San Rafael.Additional inputs in relation to educational management
are currently being refined in conjunction with the
Department of Educational Administration for presentation
to the group during the second semester.
All of the students are concurrently enrolled in
an off-campus practicum which provides opportunity to
explore these issues in a real life situation.
Orientation :
The recruitment of fellows into our project clearly
specified an emphasis upon handicapped children and youth.
All but two of the fifteen fellows had a very clear prior
commitment to the field of special education. These two
fellows come from fields closely allied to this commitment
and have a wide range of experience in programming of
handicapped young adults. The orientation of the group has
been remarkably consistent in its commitment to handicapped
individuals during our experience to date.
Special Seminar (s):
Two special seminars have been provided each
semester to fellows participating in the project. During
the first semester they have included a legal rights and
an administrative body of knowledge. Alternative strategies
for implementing change include those specified above:
Gestalt, TA, NTL, Far West Labs, and Project Catalyst.
The special course on the legal rights of the handi-
capped has also been as specified above.
Range of Settings for Field Experiences :
Three of the fifteen fellows have ongoing commitments
to their school systems while participating in our project
this year. They include the Berkeley, San Francisco, and
East Palo Alto school systems. The other twelve fellows are
engaged in a wide range of new practicum experiences. Three
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individuals are working with the San Francisco Regional
Center of the U. S. Office of Education. One of them is
responsible for Region 9 in the incorporation of handicapped
children into the Head Start program. In September, 1973,
new regulations were issued necessitating the enrollment of
ten percent handicapped children in Head Start facilities
nationwide. A second fellow is working with the Oakland
Head Start program as they attempt to implement these
federal guidelines. Other fellows are working with multi-
handicapped children and special education administrators
in several Bay area communities.
Expected Short and Long Range Consequences :
Fellows
:
Five of the fellows plan to continue in the Special
Education doctoral program on our campus. The remaining ten
plan to return to the school settings which they vacated for
the current year with a commitment to the implementation of
change
.
Department
:
The Department of Special Education has been stimu-
lated by this project to a more careful assessment of the
training of administrators for special education programs.
Much more systematic communication has taken place
with the Department of Educational Administration. Current
development state-wide in relation to the Master Plan for
new directions in the service of handicapped children in the
public schools has been an ongoing commitment. This Master
plan was adopted by the State Board of Education in January
,
1974.
School of Education:
The School of Education continues to have a major
commitment to the field of special education enhanced by
current project concentration upon administrative issues
related to this field.
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School Systems Affected by the Program:
Several school systems will be direct beneficiaries
of the current project. They include State Departments
of Education in Arizona and Nevada as well as the Berkeley,San Francisco, Oakland, Sacramento, Daly City, East Palo Alto
and Whisman public schools. Other fellows are activelyinvolved with the regional office of the Department of
Education and state schools serving the blind and neurologic-
ally handicapped which are located in the Bay area. Each of
these programs is receiving attention from fellows during
the current academic year and unquestionably there will be
important long-range plans generated which will have signi-
ficant implications.
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PROGRAM IN THE MANAGEMENT OF EDUCATIONAL CHANGE
DIRECTOR'S REPORT
Dr. Oliver Gibson, Department of Educational Administration
Dr, Frederick Gearing, Department of Anthropology
State University of New York at Buffalo
January 1974
Major Program Focus :
The program at Buffalo combines the observational
methodologies of anthropology with the intervention tech-
niques and rationales of organizational development as a
means of effecting informed management of educational
change. The principal components of the total program are
ethnographic training, organizational theory, diagnosis,
intervention, and evaluation.
Primary Activities (To Date )
:
Activities have included observational training
following procedures developed by the Project in Ethnography
in Education under a USOE grant; observation at a variety of
field sites in elementary, secondary, and higher education;
seminars on organizational theory and diagnosis; and brief
modules concerning theoretical and practical areas of
educational administration as taught by the regular program
in Educational Administration at SUNY at Buffalo.
Orientation :
Prospective fellows attended an all-day workshop
prior to their selection as program participants. On this
day they undertook observational and decision-making activ-
ities in siumlated administrative contexts and engaged in
discussions regarding the proposed program. These activities
were videotaped for anticipated use in the selection pro-
cedure and as a means of providing prospective fellows
with experience in using the media that would subsequently
be utilized through the Program's activities.
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Special Seminars:
This program is an integration and synthesis of a
number of course offerings formerly and currently offered
by the Departments of Educational Administration and
Anthropology at SUNY at Buffalo. As a result, a number
of seminars will be utilized that are unique to the Change
Program.
Two seminars are offered in observational training.
The first focuses on the personal effectiveness of the
observer and deals predominantly with mechanisms for gener-
ating questions about organizational situations. The
principal methodology taught is enthnography . The second
seminar in observation deals predominantly with mechanisms
for systematically gathering information about the behavior
of one's self and others interacting in educational contexts.
The principal mechanisms taught are those of observational
schedule production and usage together with self -confrontation
.
A seminar on organization theory as it pertains to
change was offered in the first semester. Content included
conceptual foundations with a focus on systems theory;
organization processes focusing on leadership, decision-
making and communication; historical perspectives of
planned change which focused on human relations, self-
actualization and resistance to change; and the ethics of
change
.
A seminar was begun in the first semester and will
continue in the second semester, the principal function of
which is the development of diagnostic strategies for use
in the management of change. This seminar draws upon
fellows' experiences in observation at field sites and upon
change theory.
A seminar is being offered to all fellows in the
spring semester that focuses upon organizational development
theory and practices. Content consists of a definition of
OD, assumptions about people, assumptions about systems, OD
as action research, changing norms and organization
structure and the self-renewal of organizations. The emphasis
is upon students developing new OD practices based upon a
thorough understanding of the conceptual basis of organiza-
tional development. For the spring semester, a seminar has
been created that will function as a forum for the synthesis
of the diverse experiences encountered by participants in
their personal lives and as they have proceeded through the
instructional program at Buffalo.
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Range of Settings for Field Experiences ;
_ v . a
the f
^
1]
- semester each participant has had an
xtended field experience in either an elementary, secondary
or high educational institution. The focus of this activity
was ethnographic observation of organizations undergoing
change. In the spring semester, fellows will work as teams
at a variety of field sites to be selected from public andhigher education. The nature of this activity is inter-
vention at the request of the field site for the purpose of
assisting in the management of change. This is an inter-
vention activity as opposed to structural. The identifi-
cation of the sites for both field experiences has been
accomplished with the intent of approximating the setting
in which the fellows expect to seek employment following
this year in the program.
Expected Short and Long Range Consequences :
Short range effects include the improvement of
change management skills for 25 teachers and administrators,
considerable progress toward advanced degrees in Education
Administration/Anthropology for these students, and hope-
fully the actual facilitation of change at from five to
seven sites. An additional short-term effect has been an
increase of the interdisciplinary instructional activity
in the Departments of Education Administration and
Anthropology
.
Possible long-term effects seem to include an
institutionalization of some conceptual linkages of anthro-
pology, organizational development, organizational theory,
and the change process. An additional long-term effect
hopefully will be a feeling among the fellows trained and
the personnel in the field sites that change is in fact
manageable; this together with increased skill for the
conduct of that management.
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DEVELOPMENT OF MANAGERS FOR EDUCATIONAL CHANGE
DIRECTOR'S REPORT
Dr. Jay D. Scribner
UCLA
January 1974
Major Program Focus :
. .
T^e major focus of the UCLA program is to provide
Parti cipants with an understanding of the socio-technical
environment of school systems. Specifically, the programfocuses on change.
Primary Activities (To Date )
:
Primary activities we have used so far have been
concepts and theory, seminars, laboratory exercises, sensi-
tivity training, open systems planning and participative
designing of courses.
Orientation
:
Our fellows were oriented during a one-day session
which dealt with an overview of the program and participant
involvement in developing immediate objectives. We also
provided an informal meeting to give the fellows an
opportunity to socialize with each other as well as members
of the UCLA faculty and staff.
Special Seminar (s )
:
The special seminars are designed around the central
theme of change. Concepts and theories of change at all
levels ranging from the individual through the interpersonal,
small group, organizational, and societal educational
institutions are dealt with through a variety of curricula
experiences. Learnings are provided from the field of
management and systems theory.
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Range of Settings for Field Experiences :
We are establishing settings for field experiences
and shall be unable to report on the outcome of our
negotiations with related personnel until sometime toward
the middle of the Winter Quarter. It should be noted
that we discussed a two-quarter field experience which was
to begin during the Winter Quarter in our proposal. Our
plans do provide for settings different from the fellow's
previous employment experience.
Expected Short and Long Range Consequences :
Many of the short-and long-term consequences for the
fellows involved in our program are described within the
project objectives of our proposal. In brief, we hope
the following will be accomplished through our program.
Fellows (short range) :
1. acquire a capability for assessing, evaluating
and making future change policies on the basis
of valid and reliable data.
2. be provided with both knowledge and problem-
solving skills in the socio-technical systems
area
.
Fellows (long range) :
1. be sensitized to change processes.
2. understand what resources are required to con-
front the dynamic and often ill-structured
situations found in school systems.
We do not expect all our fellows to become "change
agents" but rather they be able to deal with the content
and processes of change.
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For the School of Education and the school system
most directly involved we see the consequences as follows:
1. (a) that the department would establish a
core-capability in the foundations of
socio-technical thought.
(b) that new courses and degree programs be
established around the central theme of
our one-year funded projects.
2. (a) that there be developed and implemented
an inter-organizational training arrange-
ment with the Los Angeles Unified School
District emphasizing organizational
development
.
(b) that the capacity of the university be
enhanced to relate and respond to the
need for managers of change in this large
city school district.
This statement can give only superficial treatment
to the description and consequences of our program. It is
hoped that those reading this will refer to our project
proposal. Development of Managers for Educational Change for
further insight into the task we have set for ourselves at
UCLA's Graduate School of Education.
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ORGANIZATION DEVELOPMENT FOR THE
MANAGEMENT OF EDUCATIONAL CHANGE
DIRECTORS' REPORT
James Rose and Russell Meyers, Co-Directors
University of Colorado
School of Education
January 1974
Major Program Foci ;
1. Develop knowledges, insights and understandings
of 25 selected leadership position personnel
concerning social systems, social change,
leadership behavior, planning and evaluation.
2. Develop capabilities of the University of
Colorado faculty personnel to respond to
school district needs for staff and organization
development
.
3. Disseminate new knowledge and skills in staff
and organization development through use of
Project Fellows as resource personnel.
Primary Activities (To Date )
:
1. Six three-day conferences utilizing University
of Colorado and outside experts in areas of
organization development, staff development,
communication, and interpersonal influence.
2. Individual conferences and consultations among
University of Colorado faculty in Educational
Administration and Fellows.
3. Conferences among participating organization
administrators, Fellows, and Project manage
ment group.
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4. Conference of University of Colorado faculty
and University of Colorado administration
personnel
.
5. Group visitation to CASEA (University of Oregon)
and Northwest Regional Laboratory.
Orientation and Special Seminar :
1. Two-day "opening up" excercise using University
of Colorado counselling faculty members.
2. Half-day session - "How do you feel?" and "What
are your concerns?"
3. Half-day session - University of Colorado
(C.U.) faculty, project management group, and
Fellows - "Our expectations and your perception
of our expections."
4. Personal visits to each organizational liaison
person and Fellow, (i.e., superintendents,
principals, etc.).
(Cocktail parties, luncheons, and
dinners were used to develop inter-
action between and among C.U. personnel
not directly related to day to day
project activities.)
Range of Settings for Field Experiences :
The C.U. project leaves Fellows in their leadership
positions and unique decision systems. The project supports
not only the Fellow's personal development but also his
organization's (or segment) development. Fellows hold
leadership positions ranging from classroom teachers, State
Department personnel, central office staff, and building
principals. Each Fellow must cooperatively develop a long
term project to begin implementation as part of the fellow-
ship experience.
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Expected Short and Long Range Consequences
1. Fellows:
a. Become more mobile, "promotable , " and
employable
.
b. More influential within their organ-
izations .
c. More desirous of continued development
and preparation experiences
2. C.U. Educational Administration Department:
a. More visible to other university
components
.
b. More visible and attractive to school
district personnel in Colorado as a
preparation group.
c. More "together" on problem identifi-
cation and resolution.
d. More knowledgeable about change, social
systems, planning and evaluation pro-
cesses, communication skills and more
effective teachers and consultants.
3. School of Education:
a. More receptive to needs in preparing
leadership personnel and serving
organizations' needs in Colorado.
b. More supportive of program area needs.
c. More conscious of need to expand the
preparation experiences of administrators
and leadership personnel.
4. Associated Organizations:
a. (Short term) more aware of how human
committment, satisfaction of needs, and
organization purpose can be integrated.
b. (Short term) greater willingness to
share the shaping of preparation pro-
grams for educational leaders.
c. (Long term and short term) actual
behavioral changes concerning leadership
styles, and assumptions about human
behavior and motivation in the Fellows'
organizations
.
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d. (Long terra) higher attainments of
effectiveness, involvement and satis-
factions
.
e. (Short term) disruptions and dissatis-
factions of Fellows in some cases.
f. (Long term) changes in how the School of
Education is organizad for preparation
of leadership personnel, changes in
content, methodology, and greater (wider)
involvement
.
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EDUCATIONAL RESOURCE MANAGEMENT SPECIALISTS
DIRECTOR'S REPORT
Dr. K. Forbis Jordan
University of Florida
College of Education
January 1974
Major Program Focus :
The major focus of the program is on the preparation
of personnel for central office positions in local schooldistricts in the area of resource management. Resources are
viewed as consisting of people, ideas, materials, and funds.
Primary Activities (To Date )
:
A four-quarter program, the first two quarters will
be spent in formal study on campus, the third quarter in a
field station setting in the central office, and the fourth
(summer) quarter on campus in a series of seminars and
related experiences. Major elements of the program have
included
:
1. Seminar on School Organization
2. Economics of Education
3. Basic Statistics and Research
4. Legal Aspects of School Administration
5. Human Relations and School Administration
6. School Curriculum and the Change Process
7. Seminar on Ethics in School Administration
8. Utilization of Computers in School Administration
Orientation :
Program orientation was provided through a one day
session prior to the start of the fall quarter, and the
project director has been responsible for one of the seminars
during each of the two quarters that students have been in
the program
.
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Special Seminars:
The program includes the following special seminars:
School organization. Overview of the organizational
structure of public schools and a review of current issues
confronting school administrators.
Human relations and school administration. A
problems oriented seminar focusing on the processes and
techniques which have proved effective in working with
different reference groups in local communities.
Ethics in school administration.* An overview of
theories and concepts underlying a study of ethics in human
institutions with the emphasis on practical applications.
School curriculum and the change process. A
problems oriented case study approach to techniques and
processes which have been successful and unsuccessful in
bringing about curriculum change.
Anthropology and education.* A study of the appli-
cation of social anthropology research and field study
techniques which may be used by the central office school
administrator
.
Management theory.* An intensive study of current
management theory related to facilitating institutional
change, including organizational development, management by
objectives, and related concepts.
Range of Settings for Field Experiences :
The range of field settings includes working with
the central office administrators in two urban school dis-
tricts with an enrollment in excess of 50,000 students and
the area or district superintendents in one of the districts.
Individuals will have a primary reference point, but will
also be provided with supplementary field experiences.
Approximately 50 percent of the fellows have worked in urban
school districts, but field experiences for all fellows will
be in positions and roles which are different from their
previous experience.
interdisciplinary offerings from outside the College
of Education.
161
Expected Short and Long Range Consequences :
The Fellows:
...
*:• The experiences of the program should enhancetheir employment potential in positions of administrative
responsibility in local school districts in which they willbe employed. For most of the participants the program will
result in their original school district or new employment.
The Department:
. . . The program has resulted in the establishment
of better relations with other departments and colleges
within the total university. The field station program
which has been underway for several years will undergo
additional refinements, and relationships have been established
with additional local school districts.
The College of Education:
. . . The primary benefits will be in terms of increased
cooperation and communication among various departments, e.g.,
curriculum and instruction, foundations of education, and
educational administration. Immediate evidence is currently
available through the new offering in "Curriculum and the
Change Process," these relationships appear to have the strong
possibility of being maintained and fostered over time.
School Districts:
. . . For the school districts providing the field
station sites, the assumption is two-fold. First, the
districts will have an immediate benefit from the group of
individuals on the field station sites. They will in effect
be serving in a change agent role during their stay. Second,
the local districts should have a residual benefit as a
result of the impact of the fellows while on the field station.
Local district officials have also indicated that they will
be looking at the fellows as potential employees for admini-
strative vacancies. If university-local school district
relationships are maintained at the expected level, continuing
internship opportunities should be available.
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FELLOWSHIPS FOR THE MANAGEMENT
OF EDUCATIONAL CHANGE
DIRECTORS' REPORT
Walter J. Foley
William R. Lane
The University of Iowa
College of Education
Division of Educational Administration
January 1974
Major Program Focus :
The major focus of our program is the preparation
of future leaders in the educational change process. We
have made efforts to recruit and train persons from diverse
backgrounds for participation in the process in many diverse
educational settings. It is the intent of this report to
supply evidence of the success of our efforts in the areas
of recruitment and training.
The fellowship program in educational administration
at The University of Iowa is based on two concepts: 1) an
organizational model which generates a dynamic program
structure, and 2) a series of educational phases through
which the student moves toward terminal status.
An organizational model based upon organizational
development is used for generating program structure.
Theory holds that organizations are structured along two
axes: the first of these distinguishes the organization
in terms of its goals on the one hand, and the devices it
employs for pursuing goals on the other.
163
Primary Activities (To Date )
:
Primary activities include: a) an intensive
recruitment effort, b) an extensive program restructuring
e fort based upon a 6 semester hour core program, c) thehousing of all fellows in one setting, d) the use of
consultants and special presentations from persons in
other related disciplines.
Orientation
:
We oriented our fellows to the program by having an
Orientation Day, assigning each fellow to an advisor on
the first day of the program, assigning space for the
housing of fellows in one place, the assignment of all
fellows to the core program and through field experiences,
parties and other social events.
Special Seminar :
The special seminar for this program followed a
large group-small group format and was structured for
formal presentations from consultants from a variety of
settings with the primary emphasis of the small groups
being discussion of readings, presentations, films, etc.
Range of Settings for Field Experiences :
The Fellows in the program have been involved in a
number of settings in the secondary and post-secondary
areas. With only one exception, all field experiences are
with school districts or units that are different from
those in which each fellow worked last year. Generally,
Fellows have selected field experience sites they feel are
appropriate for and consistent with their career goals.
Some of the experiences will be quite closely related to
past employment and educational activities and some will be
relatively new. The scope of the Fellows' work includes
general administration, business, personnel, curriculum,
guidance, evaluation, human relations, career education,
data processing systems and adult education.
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Expected Short and Long Range Consequences :
Short
1 . Fellows Individual improvement
of skills and attitudes
2. Department Change in student mix,
course offerings,
attitudes
3. School of Change in student mix,
Educ
.
attitudes, admission
requirements
4. School Focus on change strate-
System
Effected
gies and attitudes
Long
Professional
Intact
Program
Restructuring
Same as short
New relationships
for graduate
students and
client system
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FELLOWSHIP PROGRAM FOR MANAGERS
OF EDUCATIONAL CHANGE
DIRECTOR'S REPORT
Dr. Roy H. Forbes
University of Lousiville
Louisville Urban Education Center
January 1974
Major Program Focus :
The goal of the Louisville Urban Education Center's
program is the development of competencies by Fellows in
managing educational change. Emphasis is placed upon
organizational development approaches to management.
Primary Activities (To Date) :
The program is an endeavor of cooperation and parity
among the consortium members of the Louisville Urban
Education Center: the Louisville Public Schools, the
University of Kentucky, and the University of Louisville.
The vehicle for achieving our program objective consists
of three inter-related components: core seminar,
specialization, and field experience.
Provision is made for each Fellow to pursue his
area of specialization. This is accomplished through
independent study, regular course offerings of the universities,
and courses specifically arranged for Fellows. Illustrative
of the latter was the creation of a special section of a
sociology course at the University of Kentucky and the
availability of a statistics course at the University of
Louisville for all Fellows.
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Orientation
:
Fellows were oriented to the program by descriptive
materials and a week of activities consisting of pre-
sentations, tours, and discussions relating to the program,
the Louisville School District, and universities (University
of Louisville and University of Kentucky)
,
and the City
of Louisville.
Participants in orientation activities included the
Superintendent and all department chairmen of the
Louisville Public Schools, the Vice-President of the
Louisville Chamber of Commerce, the Director of the Center
for Urban Studies, and a representative of the Louisville
Urban Renewal Commission.
Expected Short and Long Range Consequences :
The immediate consequences of the program upon the
Fellows include increased competency in organizational
development approaches to managing change, expanded
individual experiences in a climate of change, and improved
understanding of the role of the change agent. The long-
range effect upon Fellows will depend, to a large degree,
upon their positions within the school districts to which
they will return upon completion of the program and the
nature of these organizations.
As indicated above, the program has already brought
about increased intra- and inter- university cooperation
among professors of educational administration, special
education, and behavioral science. The cooperation among
the University of Kentucky, the University of Lousiville
and the Louisville Public Schools has been enhanced by
the increased interpersonal contact of the professional
staffs
.
Special Seminar :
The core seminar created for the exclusive use of
this program is multidisciplinary in nature with professors
from the University of Kentucky and the University of
Louisville comprising the instructional team. While the
theme of organizational development continues throughout
the program, the fall semester gave considerable attention
to the area of special education and the attendant admini-
strative matters relating thereto. Professors of special
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education and educational administration at both universitiesparticipated jointly. The seminar is being expanded to be
an all-day activity in the spring semester, with a team of
professors dealing with the relationship of sociological
theories to organizational development and the applica-bility of behavioral science theory and practice to the
management of educational change.
Range of Settings for Field Experiences :
Field experiences are seen as the means by which
Fellows bring together their speciality areas and core-
seminar experiences. Theory and classroom experience are
translated into program and tested in a climate of change.
Examples of change oriented practices made operative in the
Louisville School District and which provides an appropriate
setting for the Fellowship Program are:
a. Implementation of the concept of the Louisville
Neighborhood School Boards,
b. Horizontal communication within the Louisville
central office which has lead to the coor-
dination and focusing of funds on assessed
needs
.
All Fellows are assigned to field experiences
which are:
a. Appropriate to their individual needs, interests,
and backgrounds, and
b. Different in degree or in kind from their
previous employment experiences.
The spring semester offers a particularly valuable
learning ooportunity in the Louisville environment as a
result of a recent court order calling for the formulation
of a "desegregation plan for all school districts in
Jefferson County, Kentucky" and asserting that "state-^
created school district lines shall impose no barrier."
Fellows have the opportunity to participate in School System
task force planning activities necessary to implement the
court's order, e.g., Fellows may select as their field
assignment the Office of Organizational Development which is
responsible for crisis information and for identifying and
planning organizational changes necessitiated by the court
order
.
168
ORGANIZING FOR CHANGE: THE MARYLAND PROJECT
DIRECTOR’S REPORT
Dr. E. Robert Stephens
University of Maryland
College of Education
Department of Administration, Supervision and Curriculum
January 1974
Major Program Focus :
The Maryland Project (Program) for the Administration
and Management of Educational Change (PAMEC) is based on
the concept that preparation programs designed to be of
maximum benefit to the trainees and to the sending organi-
zations must address themselves to the needs of both. It
acknowledges that this frequently has not been the case.
Trainees, for the most part, have not been selected by the
organization in which they anticipate future employment
and the projects the trainees have indentified for research
purposes have been selected primarily for their "research-
ability" rather than their relevance to the operations of
educational systems or agencies.
The Maryland Project attempts to deal with these
two dysfunctions by providing school systems with the
responsibility for the selection of the trainees, for the
approval of relevant research projects, and for the pro-
vision of high level management oriented experiences
throughout the training program. Where possible the projects
have been designated as "team efforts" so that the resources
of several participants and the educational system can be
combined in a single research effort.
Primary Activities (To Date )
:
An attempt has been made to utilize a variety of
experiences in developing program for PAMEC fellows.
Activities which have been used or are planned include:
simulated materials, videotape analyses of participants'
leadership behaviors, multi-media learning packages.
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Consultants brought in thus far, Dr. Francis Trusty (Universityennessee), Dr. Lauren Downey (Boston University) /
?
Pe
5>
Alm°n <Bureau of Economic Research, University
Research^enterK
^ JOel (S~e Uniier^ ^
In conjunction with the development of a changeDcctive, fellows have developed an indepth profile ofthe agency in which they intern. This profile includes
and^^ketch the
Orientation
:
PAMEC fellows at the University of Maryland receivedan orientation package upon selection into the programproviding them with an overview and objectives of the program.Fellows met with members of the project staff during the
selection and screening process. These activities provided
an opportunity for fellows to become familiar with thefocus and direction of the project.
On September 13 and 14 a two-day orientation session
was held, at which time concerns and questions concerning
project-related matters were discussed. Students received
information regarding content emphasis, expectations, and
requirements from members of the staff. The orientation
sessions also afforded students the opportunity to meet
faculty of the Department of AS & C, the College of
Education, and the Graduate School of the University of
Maryland
.
Special Seminar
:
The seminar component of the program is conducted
primarily at the site of the participant's field experience.
During these meetings, attention is focused upon the
application of theoretical concepts to the student's change
project as well as the development of the research com-
petencies necessary to complete this project.
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Range_of Settings of Field Experiences :
“se InoTuTe?
intern ^ “ Wide ran9e «* -if.
1.
Public school systems in the state of Maryland
a. Carroll County
b. Montgomery County
c. Baltimore City
d. Dorchester County
2.
The Pennsylvania State Department of Educationtwo related Intermediate Units, and two local
school districts
3. The Maryland Association of Boards of Education
4. The Regional Educational Service Agency of
Appallachia, Maryland
5. Blumberg Day Care Center, Baltimore, Md
.
6. Board of Cooperative Educational Services,
Fredonia, New York
Of the twenty-five fellows in the program, six are
assigned to an organization interning in an assignment whichdiffers from their previous experience.
Expected Short and Long Range Consequences :
Any projection of program outcomes is perhaps, by
its nature, optimistic. It is our hope that the following
will be at least partially accomplished by the PAMEC program.
1. Fellows will acquire basic concepts of admini-
strative and change theory, a model and
necessary rudimentary skills for initiating
action research in an educational setting.
Perhaps most importantly that they will acquire
the attitudes necessary to identify and define
soluble problems and formulate a constructive
long-range strategy for resolving them.
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2. Department of Administration, Supervision, and
Curriculum — there are several hoped for out-
comes. A renewed awareness of and involvement
in contemporary problems encountered in educa-
tional systems, the increased use of resources
from other disciplines, and the development of
team approach which combines strengths of
department and college faculty.
3. College of Education — it is anticipated that
the college will benefit from an increased and
broader contact with educational agencies
involved in the project. It is the feeling of
the college administration that PAMEC affords an
opportunity to render an additional and unique
service to the state of Maryland and adjoining
states. The inderdepartmental thrust of
instruction has resulted in a cooperative effort
from which will serve as a foundation for the
future
.
4. Local participating educational agencies — it
is hoped that participating agencies will benefit
from an indepth study of alternative solutions to
the problem under study. Several of the systems
involved are too small to maintain staff who have
expertise in action research techniques or in
the area under study by the student. The program
has also brought increased awareness by LEAs of
the field services available to them. Ultimately
it is hoped that the skills and expertise
acquired in the program of the fellows will be
brought to bear upon a wide range of problems as
they return to the system and move into positions
of greater responsibility.
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INSERVICE INNOVATOR PROGRAM
DIRECTOR'S REPORT
Dr. George Bryniawsky
University of Massachusetts
School of Education
January 1974
Major Program Focus :
Our major program focus is to develop and train a
new professional for service at the primary and secondary
levels. The Inservice Innovator will make teachers and
administrators aware of innovations as they develop and
assist them in implementing these innovations in their
classrooms and schools. The three major objectives of the
program are
:
1. To support and complement the individual pro-
grammatic needs of the Inservice Innovator
trainees who are doctoral candidates at the
School of Education.
2. To encourage each Innovator to explore and to
take advantage of the various resources within
the School of Education (e.g., teacher training,
educational innovations, inservice programs.)
3. To have each trainee locate a school district
or site in which he or she will become involved
in an inservice capacity.
Primary Activities (To Date) ;
Primary activities used thus far have been the
exchanging of ideas, difficulties and problems through the
setting of a learning group (L-Group) which meets bi-weekly.
Each trainee offers at least one lecture directed at
proqram participants as well as graduate students and
faculty in the School of Education. All of the Inservice
Innovators have been introduced and encouraged to use the
various resources and innovative programs operating out
of the School of Education.
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Orientation
:
As initial academic advisor for all the trainees, Iheld a series of individual meetings and conferences to
outline the academic programs and arrange priorities regardingtheir progress as doctoral fellows. In conjunction with theprocess of indepth interviews with each Innovator, Idistributed copies of our proposal and a brief summary ofthe program design and its objectives. Each trainee
submitted a report specific to his/her site and his/her
anticipated degree of involvement in that site.
Special Seminars
:
Learning Group (L-Group) session is an on-going
seminar specifically designed for Inservice Innovators.
The overall purpose for organizing the L-Group was to pro-
vide a means of communication for the Innovators through an
open forum setting to exchange ideas and seek supportive
academic and site assistance.
On alternate Wednesdays between 9:00 a.m. and noon
each Innovator presents a learning experience (LEX) in his/
her respective area of expertise. These are open to the
wider academic community in the School of Education.
All trainees were registered for a training course
sponsored by the Clinic to Improve University Teaching.
This course was designed to train teacher trainers and
administrators in a process of assisting teachers in the
improvement of their classroom effectiveness. Dr. Kenneth
Blanchard of the Division of Educational Planning and
Management at the School of Education has presented
training sessions in organizational management and change
theories for the Innovators.
Projected second semester activities for the
Innovators include:
1. The continuation of L-Group and LEX activities
2. Application of Blanchard theories in a case
study format
Participation in the Bell Telephone Company
of New England's assessment of leadership skills
process
3 .
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4. Offering of selected N.T.L. training sessions
5. Participation in a Dale Carnegie coursedealing with facilitating interaction anddeveloping effective communication skills.
Range of Settings for Field Experiences ;
Every Inservice Innovator trainee identified a
school district or school, whether it be secondary or
t where he/she would be involved in an inservice
capacity. The settings where Inservice Innovators areinvolved for the purposes of field experiences ranqe as
follows
:
Urban 24%
Suburban ........ 52%
Rural 24%
Upper Income 34%
Middle Income 45%
Lower Income 21%
Academic 54%
Vocational 34%
Special 12%
Mostly Black 13%
Mixed 74%
Mostly White 13%
Private 11%
Public 89%
More than 50% of the Inservice Innovators are
involved in field experiences located in settings different
from their previous employment. The decision for choosing
alternative settings for field experiences was one which
was left up to the individual Inservice Innovator trainee.
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Expected Short and Long Range Consequences :
The Inservice Innovator trainees were provided withan opportunity to do their academic work as well as toapply the°r ies of change and innovation to existing schoolistricts and sites. The academic programs of the individualInservice Innovators are very closely aligned with their
work at the sites. As fellows, they have had the advantage
of being able to tie into resources existing in the variousprograms at the School of Education. Their field experienceshave provided an excellent opportunity for them to apply
the new skills and theories acquired through their academic
training. I would suspect that the long range consequences
will lie in the sending out of over twenty administrators
better trained to apply inservice training, on a day-to-day
basis, to those districts where they will be engaged. As
a result of their training at the University of Massachusetts
campus, the Inservice Innovators will be better equipped to
conduct a valid needs assessment in terms of educational
innovations, and generally will be able to approach change
in a more flexible and organized manner.
Department and the School of Education :
A short range consequence of the program has been
the offering of a variety of resources through the individual
Inservice Innovators. Many of the Innovators were able to
translate innovative practices developed at the University
and put them to practical use in their respective sites.
Historically, especially through their graduate programs,
universities have developed many theories and innovations
which rarely have been put to practice in actual sites. This
is due, in part, to the fact that there are few, if any,
inservice innovators to translate those innovative practices
or experimental projects to suit the needs and specific
requirements of particular school districts.
The long range implications of the program lie in
the School of Education, which is seriously considering
adopting a formalized academic training program for educa-
tional administrators. This program would incorporate
many of the practices and training sessions which the
Inservice Innovators have experienced. It is perceived
imperative, however, that a program of this nature be
extended for a period of at least three years rather than
one
.
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School Systems Affected by the Program ?
I have had the opportunity to visit nearly all ofthe School districts and sites where the individual
Inservice Innovators are involved. The reception in all ofthese sites has been overwhelmingly favorable and most have
supported the program in any way they could. Schooldistricts effected by or involved in the Inservice Innovatorprogram have all expressed their appreciation for being
selected as sites. Without exception, all of these schools
and school districts have expressed a desire to continue
working with the program. Because of the differences in
the kinds of involvements the Inservice Innovators have had
in their school sites, it is difficult to ascertain the
exact degree of success they have had. However, toward the
end of this year there will be a legitimate attempt made to
assess through questionnaires and in-depth interviews, the
perceived effectiveness of the work of the Inservice Innovators.
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MANACING EDUCATIONAL CHANGE PROJECT
DIRECTOR'S REPORT
Van D. Mueller and Charles H. Sederberg,
Co-Directors
University of Minnesota
College of Education
Division of Educational Administration
January 1974
Major Program Focus ;
The major focus of the Managing Educational Change
Project at the University of Minnesota is the inter-
relationship between changes in society at large and changes
in education. Its central thesis is that successful and
constructive management of change calls for sensitivity to
environmental forces external to the schools and the ability
to effect harmonious relationships between goals of educa-
tional institutions and the aspirations and expectations
of the multi-ethnic society at large.
Primary Activities (To Date )
:
The primary activities used thus far include:
a. Recruitment and selection policies which gave
group diversity in terms of experience, ethnic
background, level of educational interest, age,
geographic area, and rural-urban background.
b. Weekly seminar meetings of participants in which
they make presentations, hear significant guest
speakers, and interact on issues involving change.
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c. Clinical field experience activities that
require each participant to earn nine credits
in an educational activity external to the
University
,
but supervised by a Division of
Educational Administration faculty member.
d. Inter-disciplinary doctoral course work programs
which are aimed at providing knowledge about
social forces whose origins are external to
educational organizations.
Orientation
:
Program participants were oriented during a day-long
session on September 18, 1973, during which a) the program
was explained, b) University community client services were
described, c) a faculty advisor was obtained, d) a pre-
liminary program planned, and 3) fall quarter registration
materials were prepared.
Special Seminar ;
An existing seminar established for the supervision
of clinical field experiences, Ed. Ad. 8-240, is required of
all participants. It meets from 1:15 to 3:00 p.m. each
Wednesday. The activities of this seminar have already been
listed in 2 (b) above.
Range of Settings for Field Experiences :
None of the program field experiences is income
producing for the participants and all are different from
previous employment. The faculty-supervised field experiences
listed below involve one or more of the program participants.
a. Indian Prison Education Project
b. Supply, Demand and the Educational Administration
Profession in Transition
c. Implications of Change in Rural Areas for
Education
d. The North Pyramid — A Case Study in Urban Change
e. Changes in Suburban Education — A Search for
Alternatives
f. Economic Research Development Council Staffing
Study
g. Competency Based Programs
h. Open vs. Self-contained Classrooms
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Expected Short and Long Range Consequences ;
w . The short range consequences of the program are
,
n<
^
^PParent- The fellows have expressed a feelina ofgrowth and the department has become more introspective
9
Education
^ Xt teaches
* ^pact on a College of
as large as ours takes longer, but the presence
Srhnn?
Par^ lciP ai}t s is being felt in other departments.c ool systems will not be affected directly by the proqramuntil our participants return to the field. The long rangeconsequences are difficult to assess. They will probablybe longer lasting for participants and the department.Continued funding would contribute a greater impact on theCollege and on more school systems.
180
MANAGEMENT OF EDUCATIONAL CHANGE FELLOWSHIP PROJECT (EPDA)
DIRECTORS
' REPORT
Dr. Horacio Ulibarri, Director
Dr. Richard Lawrence, Associate Director
Dr. James Miller, Coordinator of Field Experience
University of New Mexio
January 1974
Major Program Focus :
Development of a cadre of educational specialists in
the areas of administration, special education, pupil personnel
services and bicultural education for educational institutions
and agencies of the Southwest serving multicultural communities.
Primary Activities (To Date )
:
Student participation in regular graduate classes
in relevant graduate areas as appropriate to each student's
area of specialization. In addition, a special one-credit
seminar in educational administration has been held weekly
for all fellows during the first semester. (See additional
information below.)
Orientation :
Primarily through the special seminar. Several
special meetings for all participants have been scheduled
to handle participants have been scheduled to handle parti-
cular problems or situations, e .g . , planning for participation
in National Conference on Bilingual Education in Albuquerque
sponsored by the National Education Task Force de la Raza and
the National Education Association. Project staff members
have met regularly with individual students to discuss matters
of interest or concern.
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Special Seminar :
During Semester I all participants met weekly for
an average of two hours to plan and discuss program
activities. Formal content included initial consideration
of change strategies in education with some emphasis on
"organization development." The group will continue to
meet during Semester II. During the last two weeks in May,
all participants will be on campus for full-time participation
in the seminar.
Range of Settings for Field Experiences :
All but two of our twenty-one (21) fellows will be
involved in field experiences in settings other than the
ones in which they held previous employment. These settings
range from the Regional Office of USOE in Dallas to a school
system administrative office in California. Local settings
range from the Albuquerque Public Schools to the Regional
Office of the Bureau of Indian Affairs. (A list of parti-
cipants and their field experience settings is attached.)
Expected Short and Long Range Con sequences :
1. Fellows
Short range: progress toward or completion
of a graduate degree.
Long Range: more effective participation in
educational change efforts
(especially toward multicultural
education) in educational settings.
2 . Department
Short range: limited additional resources for
enriching its efforts to provide
appropriate preparation for
Chicano and Indian educational
leaders
.
Long range: further diversification of programs
for preparation of educational
leaders and more involvement in
inter-departmental efforts ( e .g .
,
with Special Education, Guidance,
Educational Foundations departments .
)
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3. College of Education
Short range: substantial increase in numbers
of minority students in graduate
programs
.
Long range: more comprehensive plan for
meeting its commitment to multi-
cultural education.
4. Other Institutions and Agencies
Short range: more direct involvement in coop-
erative activities with the
University.
Long range: hopefully, better programs for
children and youth from the
variety of cultural backgrounds
served
.
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MANAGEMENT OF EDUCATIONAL CHANGE IN INDIAN COMMUNITIES
DIRECTOR'S REPORT
Dr. Leonard Bearking, Project Director
The University of North Dakota
January 1974
Major Program Focus :
The major focus of our Management program is to
provide a learning process that utilizes the regular University
resources; in addition, we have coupled the academic
experiences with field experiences which encourage our fellows
to improve their knowledge and skills in developing a more
professional yet practical attitude toward working with
Indian American pupils, parents, agencies, and communities.
We are developing managerial personnel who not only under-
stand the rhetoric and jargon of institutional policy and
process; we also are developing managerial personnel who under-
stand the philosophical, historical, sociological, psycholo-
gical, and contemporary issues affecting the Indian American
in the Indian communities. We believe that our fellows
must become knowledgeable about the total environmental pro-
cess; we expect our participants to become reasonably secure
in utilizing research methods in order that they may better
define, analyze, implement, and stabilize conceptual changes
for Indian Americans.
Primary Activities (To Date )
:
We are now using a number of activities that should
promote our project design; we have programmed a seminar in
educational change in Indian communities, seminar in educational
foundations, sociological theory and their relationship to
the Indian American culture, research and statistical processes,
field experiences in educational systems in Indian communities,
and Indian law. These activities will continue to be supple-
mented with addresses by tribal council chairmen, lawyers who
have adjudicated Indian law cases, special eminent Indian
educators, and involvement in local, reservation, regional,
and national conferences.
184
Orientation
;
. .
We oriented our fellows through orientation sessions
con l unctlon with the seminar in educational admini-
stration which was directed by the Dean, Center for Teaching
and Learning, and the project director.
Special Seminars :
Education
:
We have programmed a seminar in educational change
in Indian communities. This seminar was designed to develop
knowledge and awareness of the history of Indian education,
the contemporary issues of Indian education in relation to
their historical antecedents, the analysis of public,
private, and federal educational systems on reservations today,
the U. S. Supreme Court cases that affected Indian education,
as well as education affecting minority people. We reviewed
the cultural orientations of ethnic groups and how values,
beliefs, and attitudes of people affect the learning climate.
Law:
The Indian law seminar was designed to develop
knowledge and expertise relative to treaty rights, juris-
diction, legal history, current legal constraints and restraints
affecting Indian people, and the special relationship the
Indian tribes have with the federal and state governments.
This activity will promote individual initiative in developing
a change agent advocate attitude toward coping with local
issues in Indian communities and as they interact with the
dominant society.
Range of Settings for Field Experiences :
Seven of the sixteen participants are in community
schools which are supported by public school districts,
Bureau of Indian Affairs education funds, Johnson-0 'Malley
funds, and other federal projects’ funds by USOE Teacher
Corps, Follow-Through, ESEA and ESA. Five participants
are assisting tribal education committees in promoting
advocacy and accountability of special programs, developing
project proposals, and promoting community college centers on
these reservations.
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Two participants are assisting the United Tribes
Employment Training Center, a vocational training center for
Indian adults. One participant is assisting a tribal law and
order division in combating juvenile delinquency. Finally,
one fellow is laying the foundations to implement a self-
supporting environmental unit on one of the reservations.
Seven of the sixteen participants are obtaining
their field experience from the system which employed them
prior to entering the program.
Expected Short and Long Range Consequences :
Short Range :
At the moment, we do not feel that our program
efforts have really encouraged individual behavioral change;
we believe that we have provided the participants with know-
ledge, expertise, and assurance that each can develop manager-
ial strengths.
We do feel that the next eight months of our train-
ing program should promote the personal commitment to want
to develop action-oriented concepts. Several of our parti-
cipants have yet to integrate our program goals and are more
involved in developing ideas or activities for personal
gain or wanting to develop activism to confront the insti-
tution rather than wanting to devote their commitment toward
Indian people.
The School of Education and the Center for Teaching
and Learning has been more facilitating than not; but, it
also has been hesitant in accepting some of our Indian fellows.
All of our participants are working with the school
systems and tribal education committees. We want to promote
and develop change strategies from within the system. Per-
haps we have yet to "rock the boat," but we are producing
energy which is promoting progress and benefits our Indian
pupils, parents, and communities. This is what we proposed
to accomplish and we are successfully reaching this goal.
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Long Range :
We expect that probably twelve of our sixteen
participants will become managers of educational change
programs in Indian communities. The remaining four will
likely change their career objectives and seek another goal
or return to their former employment status as a teacher
or counselor.
We know that all of the participants will have gained
much knowledge and will have developed a greater and deeper
understanding of the need to develop educational processes
for pupils of Indian heritage because these pupils have
cultural orientations in degree and depth that complements
their individual right to seek and acquire the education
that wholly develops their personality in order that they
may survive and live in today's multicultural world.
The Center for Teaching and Learning failed to
consider the need to promote and develop bicultural learning
processes in revising its doctoral degree programs in
education and administration. The CTL Educational Admini-
stration faculty obviously does not feel a need to differen-
tiate program offerings for Indian Americans in North Dakota.
The school systems have been more than facilitating
in accepting our participants? the school systems are
encouraging them to develop curriculum models, research
projects, and community action projects.
The tribal education committees have accepted our
participants with open arms. They want more of them and
sincerely perceive the need to have advocates for change
and action-oriented professionals to promote developmental
projects
.
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MANAGING EDUCATIONAL CHANGE PROJECT
DIRECTORS' REPORT
Dr. Rolland A. Bowers, Director
Dr. Frank E. Flora, Associate Director
University of Virginia
January 1974
Major Program Focus :
The University of Virginia Educational Change Project
was designed to serve the following general purposes:
1. To provide the participants with the knowledge
base and skills necessary in the management of
planned educational change.
2. To provide a "real world" setting in which
participants might apply and refine these skills.
3. To effect at least one significant educational
change in each of the contexts in which parti-
cipant change teams are functioning.
4. To increase the capability for planning change
in those educational settings in which the
change teams are functioning.
5. To effect a positive change in the manner in
which the University has related to other edu-
cational institutions, especially elementary and
secondary schools.
6. To increase the capability of the University to
more adequately and appropriately respond to the
needs of elementary and secondary schools.
188
Primary Activities (To Date )
:
The program is divided into two major parts. Onedeals primarily with the acquisition of a knowledge base.One half of the instructional aspects of the program is
arranged for through monthly "core" seminars from two tofour days with all project participants in attendance.
Specific concepts are developed through assigned readingsprior to presentations and by interactions with consultantsfrom within and outside the University community. The
knowledge base objective is further developed through an
individualized program for each fellow and regular University
courses
.
Twenty-three fellows organized into five teams for
field implementation and an assigned faculty leader meet
frequently in the field and at the University. Each team
works with a cooperating school division and at least one
team member is an employee on leave status with that school
division. The specific projects have been arrived at jointly
between the University teams and the decision-making
structure of the school system. Two of the fellows work
directly with the Project Director and Associate Director at
the University to assist in the overall planning and coor-
dination of the project.
Orientation
:
We oriented our fellows to the program by meeting as
a group immediately prior to registration in September. The
Dean and admission office personnel were introduced to the
fellows and assisted them in completing their registration.
The project directors, faculty field project leaders, and
other faculty members of the Department of Administration and
Supervision were introduced and a general project overview
was provided. After an initial seminar schedule was established
fellows and faculty leaders met individually and inteams to
begin establishing individual and project program parameters.
Following this first day of orientation, faculty and fellows
met frequently in teams for cooperative orientation and field
program development.
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Special Seminars :
A special series of monthly seminars has been
developed for project participants. We meet from two to
four days each month and offer programs desired to increase
the knowledge, awareness and skills of program participants
as well as to compliment field project objectives. Con-
sultants from within and outside the University have been
engaged to make presentations or lead seminar sessions.
Seminar programs are held both on and off campus depending on
the nature of the program. A core of specific readings are
required and three hours of credit per semester is awarded
for successful participation in the seminar program.
Areas included in one or more seminar sessions
include the following: (1) change models, strategies, and
techniques for educational organizations; (2) communications,
including written, oral, and non-verbal; (3) recent inno-
vations in elementary and secondary schools, including system
wide support systems; (4) community dynamics and community
education; (5) current and emergent educational policy issues
including collective bargaining, professional ethics, pro-
fessional administrator associations, and competency based
certification; (6) analyzing systems in education, including
human, logistical, technical, and structural needs.
Range of Settings for Field Experiences
Campbell County, Virginia
The primary target population includes the central
office instructional staff and the program managers in the
individual schools — a group of some thirty administrators.
The team is striving to provide and environment conducive
for planning educational change and furnish leadership in
projecting alternatives and options to the community.
Charlottesville, Virginia
The target populations include parents, citizens,
high school students, and high school staff members. The
team is working to facilitate the move from the old Lane
High School to the new Charlottesville High School. Alter
native programs and organizational patterns are considere
and projected in preparation for the scheduled move to the
new facility during the 1974-75 school year.
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Kanawha County, West Virginia
This system serves a K-12 school population of52,000 students. Approximately 160,000 persons participate
annually in adult vocational, technical, career and community
education programs. The major goal of the project is todevelop a more effective management system within the existing
school philosophy which will maximize available resources to
achieve the goals and objectives of the Kanawha County Public
Schools
.
Orange County, Virginia
The target populations include 100 sixth, seventh,
and eighth grade students involved in a pilot program, the
faculty and staff of the target school, and the local
community of the target school district. The major goals
include establishing a means of predicting student expected
gains in individualized reading and mathematics programs,
identifying teacher competencies and behavior patterns
likely to function as integral parts of effective individualized
instructional strategies, and increasing the capability of
the local school in developing community understanding and
acceptance of an individualized instructional program.
Richmond, Virginia
The primary target population is the central office
instructional leadership staff. Major goals are to establish
a climate for change, seeking alternative directions in
instructional leadership through (1) a clarification of the
role of instructional specialists at the central office
and their relationship with other building and central office
staff, (2) establishing a generally accepted rationale for
the position or function of the instructional leadership
team, (3) developing a climate for cooperation within the
instructional leadership team and between the team and
others responsible for curriculum development and instructional
quality, and (4) clarification or modification of the
perception of the instructional specialists from the central
office and area directors' staff by teacher, building admini-
strators, and supporting staffs, area directors and staffs,
central office, and community.
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Expected Short and Long Range Consequences
:
A. Fellows:
0ne ° f our ongnial expectations was a change inattitude on the part of the fellows. This is already in
evidence as they are more willing to consider new ideas andexplore possibilities for changing any and all aspects of
school settings. We expect the fellows to become increasinglydissatisfied with and to reject routine and recipe type
answers to lingering educational problems. We also expect
them to continue to evidence a desire to experiment within
their respective setting in the long range. Many of thefellows have indicated a desire to complete doctoral programsm administration and supervision. We would expect the
fellows to continue to enlarge their knowledge base as a
result of the project experience. Finally, we expect the
fellows to be forever dissatisfied with anything less than a
genuine leadership position in their school systems.
B
.
Department
:
Recognizable attitudinal changes on the part of the
seven faculty mambers directly connected with the Change
Project have already occurred. These changes are the direct
result of the interaction of these seven faculty members with
other members of the teams, the consultants who have been
involved in our program, and direct continuous experience
with people in the field. The caliber and focus of the
change fellows will tend to "sharpen" all aspects of the
department. Already changes in course content are being
discussed as a result of the presence and focus of the change
fellows. We anticipate as a major consequence of the change
project a growing concern for the individualization of pro-
grams for graduate students. The content focus of the change
project has already been accepted by the department as a
collateral area toward a degree program. Finally we expect a
long term ripple effect as a result of the broadening network
of connections between the outside world and the University
Community fostered by the change project.
C. School of Education:
One major consequence of the change project is better
understanding of and coordination with other departments in
the School of Education. This comes about through the necess-
ary interdepartmental involvement in the change project itself.
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The opportunity for members of one department to hear ideasof and share ideas with members of other departments in theSchool of Education through the change project is a novel
barriers
06
This^V0 !?reak dOWn traditional departmentalners. his is also true on a larger scale since the
Pr°D®ct necessitates inter-school involvement within
fosterin^het t
* T ch*n9e
.
project has become a vehicle for
various I h
c°*unlcatl™ between individual members ofschoois within the University community. Many pro-ject activities have an effect on the entire School ofEducation by exposing other students and faculty to some ofhe guest speakers brought in through project funds. TheSchool in general also profits from the broadening of general
community-project involvement and communication. Last, but
certainly not least, is the expected consequence of the directinvolvement of the Dean's office in the project. While exact
expectations of this involvement are difficult to define atthis point, they are certain to occur. Philosophical changes
occurrring in the Dean's office are bound to affect the entire
School of Education.
D. School Systems Affected by the Program:
Most of the short and long range consequences to
school divisions will be functions of the success or failure
of individual field projects. If the field projects are
successful, the consequences for school divisions have been
stated in item #5 above.
FELLOWSHIPS FOR THE MANAGEMENT
OF EDUCATIONAL CHANGE
DIRECTOR'S REPORT
Dr. Kenneth Simon, Project Director
Dr. Carol Payne Smith, Project Administrator
Western Michigan University
College of Education
January 1974
Major Program Focus :
The major focus of the program at Western Michigan
University is to train 25 women and minority men in educa-
tional positions which involve the management of educational
change such as curriculum coordinators and community school
directors.
The individualized program of each fellowship holder
includes courses and independent study in the areas of:
administration and supervision, human relations communication,
concept formation and research and evaluation. Each fellow
is required to fulfill a major internship of 240 clock hours
and a cognate internship of 120 hours which is individually
planned, supervised and evaluated.
Primary Activities (To Date )
:
Fellowship holders have completed credit hours in
the following areas:
Administration and Supervision
Concept Formation
Human Relations
Research and Evaluation
Internship
Courses outside the College of
Education in management, psy-
chology, social work, communi-
cations, etc.
58 semester hours
72 semester hours
46 semester hours
63 semester hours
27 semester hours
33 semester hours
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Each fellow has carried a full load and maintained a satis-factory academic achievement. The mean grade point averaqefor the fellows was 3.67 (A, 4; B, 3; C, 2).
Orientation :
Fellowship holders met for individual interviews with
the project director and project administrator prior to
admission into the program to discuss vocational goals and
the nature of the educational leadership program.
After arriving on campus, each student met with
either the project director, the project administrator or
the chairman of the Department of Educational Leadership
to select appropriate courses for the fall term. During the
first week of the semester, the group of fellowship holders
met for orientation to the research tools on campus and for a
general information dissemination session. Several informal/
formal social events were organized for the fellowship holders
to enable them to meet graduate faculty during the first month
of the semester.
Special Seminar (s )
:
A seminar in Human Relations was offered exclusively
for fellowship holders. The group agreed that the focus of
the fall semester should be:
1. The development of skills and strategies for
women and minorities to enter and maintain
leadership positions.
2. The development of knowledge, techniques and
strategies for implementating change.
Some of the topics explored during the fall term
were: case studies of women and minority men in leadership
positions, effecting change in the curriculum, status of
women on college campuses, civil rights and affirmative
action, racism and sexism in the United States, strategies for
minorities and women in combatting racism and sexism, strategies
and models for change, and using communication to effect change.
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Range of Settings for Field Experiences:
M ^ Graduate students in Educational Leadership atestern Michigan University intern around the nation inState iegrsiatures, large corporations, private and publicinstitutions of higher education, municipalities, hospitalsS°" la^gen? ieS ' elementarY and secondary schools, foundationsand philanthropic agencies.
Five fellows participated in internship experiencesduring the fall term with each of their placements differingfrom their previous employment experiences. Their settings
were:
University Evaluation Center - Western Michigan
University
Merril 1-Palmer Institute - Detroit, Michigan
Community School - Flint, Michigan
University Teaching - Western Michigan University
•Expected Short and Long Range Consequences :
1. The fellows: Twenty-five women and minority
men are expected to complete the residency
requirement for the Doctor of Education degree
in Educational Leadership. Some of the 25 will
seek employment in leadership positions for the
1974-75 school year. Others will remain at the
University to complete the dissertation.
2. The Department of Educational Leadership and
the College of Education: It is expected that
the faculty of the Department of Education will
perceive women and minority men as viable can-
didates for leadership positions in education
and will adjust courses to meet the needs of
their different life styles and career patterns.
The need for emphasis in curriculum on strategies
for managing change has been identified and is
being incorporated into existing course structure.
3. School Systems: Several school systems will be
affected by the program. Where women and minority
men are employed in leadership positions, children
and young people will have successful role models
with whom to identify. Stereotypes related to
minorities and women in leadership positions will
be contradicted.
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APPENDIX B: THE STUDY INSTRUMENT
This section contains the complete three segment
instrument constructed and implemented by the author in
collecting the study data.
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E.P.D.A., PART C 1973-1974: FINAL EVALUATION
I. ANALYSIS OF THE
"ADMINISTRATOR TRAINING PROGRAM"
BY THE PARTICIPATING TRAINEE
This first section of the Final Evaluation will
assess each trainee's performance during the 1973-1974 aca-
demic year. The questions within this instrument focus on
the following topics:
1. His/Her Individual Program Analysis.
2. His/Her perceptions concerning the Training
Group and its impact at the University
(School of Education)
.
3. His/Her "in-service" progress at the school
site
.
4. His/Her analysis of the "Training Program"
Director (s)
.
*******************************
Background Information
Name Age Sex
Title/Position prior to Training Program
Educational degrees earned prior to Training Program:
B.S./B.A
M.S./M.A./M.Ed.
Other
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Years of Progessional Experience;
Teaching
__
Administrative
Other (Explain)
I. Analysis of the "Administrator Training Program" by the
participating Trainee
A. "Individual Program Analysis"
*Please ansv/er the following questions as they
relate to your graduate program.
** Please circle your answers unless otherwise
instructed
.
1. Identify which of the following programmatic
goals you expected to complete during the
1973-1974 academic year.
1. Establish a doctoral advisory committee
2. Plan the format of your doctoral studies
3. Establish a date for your Comprehensive
Examination
4. Complete your Comprehensive Examination
5. Design your Dissertation Proposal
6. Write your Dissertation
7. Complete your Oral Examination
8. Other (i.e. - Masters Degree Candidate,
etc
.
)
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2.
Of the goals you've circled, please list the
numbers of those which were not completed.
(*If Masters candidate please omit.)
3. Did you find the faculty at the University
(School of Education) well informed of the
"Administrator Training Program" and its
function?
1 . Yes
2 . No
3. Undecided
4. Do you feel that your contacts with the
University (School of Education) faculty
were enhanced because of the Training
Program?
1 . Yes
2. No
3. Undecided
5. Please list other programs of innovative con-
tributions that you were involved with at the
University (School of Education) . (i.e. - cu
riculum advisor, resource expert, etc.)
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B. "Group Program Analysis"
*Please answer the following questions as they
relate to your "Training Group" and your per-
ceptions of the Group's activities.
6.
From the mixture of the "Trainees" in your
Group -- in terms of expertise, background
experiences, etc. -- estimate the number of
individuals that provided substantial
assistance towards your personal or pro-
fessional development.
1 . More than 15 - - Less than 20
2. More than 10 - - Less than 15
3. More than 5 - - Less than 10
4. More than 1 - - Less than 5
5. Other• (Please Explain)
7. How much of this "development" resulted from
structured group activities? (i.e. - seminars,
lectures, workshops, etc.)
1 . Large Amount
2. Fair Amount
3. Very Little
4. Undecided
8. How much of this "development" resulted from
unstructured activities? (i.e. - schools,
individual contact, etc.)
1 . Large Amount
2. Fair Amount
3. Very Little
4. Undecided
201
9.
As you perceived it, please evaluate the
"Training Group's" impact — in terms of
contributions of expertise, etc. — at the
University (School of Education)
.
1. Excellant
2 . Good
3. Fair
4 . Poor
5. Undecided
10, Which of the following categories most closely
describes the Training Group's activities?
1. High Task/High Relationship
2. High Task/Low Relationship
3. Low Task/High Relationship
4. Low Task/Low Relationship
C. "School Site Involvement"
*Please answer the following questions as they
pertain to your school site involvement.
11. How many individuals, in each of the
following groups, did you work with at the
school site?
1. Teachers
2. Administrators
3. Students
4. Fellow Trainees
5. Other (Explain)
12.
Please list the "agreed upon" goals/objectives
between the school site and the Training Pro-
gram .
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13. Which of the "agreed upon" goals/objectives
were not_ accomplished?
14. Were you previously employed at your site?
1 . Yes
2. No
15. Do you believe this was a factor in the
successful completion of the "agreed upon"
site objectives?
1 . Yes
2. No
3. Undecided
VD
i
—1 Which of the following uncontrolled circum
stances limited your site involvement?
1 . The site involvement was not limited
2 . Travel allocations
3. Labor Union
4. Personality Clash
5. Other (please specify)
17. Was one year a sufficient period of time to
accomplish the "agreed upon" site objectives?
1. Yes
2. No
3. Undecided
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18.
In retrospect, please evaluate your success
in the "Training Program" in connection with
your school site.
1. Excellant
2 . Good
3. Fair
4 . Poor
5. Undecided
19,
Please recommend two changes in the Training
Program that could increase future success
at the school site.
D. Analysis of the "Training Program" Director (s)
*After each statement, circle the alternative
which best describes your feelings.
20. The direction and purpose of the "Training
Program" were clearly stated at the beginning
of the Program.
1. Strongly Agree
2 . Agree
3. Undecided
4. Disagree
5. Strongly Disagree
21. Since one of the objectives of the "Training
Program" was to support the participants with
their programmatic work as graduate students
the administrative staff of the Training
Program provided tutorial support throughout
the year.
1. Strongly Agree
2. Agree
3. Undecided
4. Disagree
5. Strongly Disagree
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22. Appropriate time was not devoted to each
site by the Director (s)
.
1. Strongly Agree
2 . Agree
3. Undecided
4. Disagree
5. Strongly Disagree
23. Your role as a "Trainee" was not clearly
defined in reference to your involvement
at the school site.
1 . Strongly Agree
2. Agree
3. Undecided
4, Disagree
5. Strongly Disagree
The availability of the Director (s) for
consultation, advice, etc, was not
during the academic year.
adequate
1 . Strongly Agree
2. Agree
3. Undecided
4. Disagree
5. Strongly Disagree
25. The periodic "Trainee" Group meetings that
were scheduled by the Director (s) to instruct,
advise, etc. -- accelerated your progress in
fulfilling the objectives of the "Training
Program"
.
1. Strongly Agree
2 . Agree
3. Undecided
4. Disagree
5. Strongly Disagree
26. Which of the following categories most closely
approximates the Leadership Style of the
"Training Program" Director?
1. High Task/High Relationship
2. High Task/Low Relationship
3. Low Task/High Relationship
4 . Low Task/Low Relationship
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27. Which of the following categories most
closely approximates the Leadership Style
of the Associate Director?
1. High Task/High Relationship
2, High Task/Low Relationship
3. Low Task/High Relationship
4, Low Task/Low Relationship
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E.P.D.A., PART C 1973-1974: FINAL EVALUATION
II. ANALYSIS OF THE
"ADMINISTRATOR TRAINING PROGRAM"
BY THE PROGRAM DIRECTOR (S)
Section II of the Final Evaluation is constructed in
two parts. Part A is a self-analysis of the Director (s)
concerning their impact in the success/failure of the
Training Program. Part B involves an analysis of the Trainees
and their work at the school sites by the Director (s) of
the Program.
*Part A, questions 1-12, will also be included in the
Trainee questionnaire in an effort to focus on similar or
contrasting perceptions involving the organization and admini-
stration of the Training Program.
** Questions 16-20 will also be included in the school
site questionnaire following the same rationale as stated above
************* *******************
Background Information
Name of Institution
Director of Training Program
Associate Director
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II. Analysis of the "Administrator Training Program" by
the Program Director (s).
A. Director (s) Self-Analysis
*After each statement circle the alternative
which best describes your feelings.
1, The direction and purpose of the Training
Program were clearly stated to the Trainees
at the beginning of the Program.
1
, Strongly Agree
2. Agree
3. Undecided
4. Disagree
5. Strongly Disagree
Since one of the objectives of the Training
Program was to support the participants with
their programmatic work as graduate students -
the administrative staff of the Training
Program provided tutorial support throughout
the year
.
1 . Strongly Agree
2. Agree
3. Undecided
4. Disagree
5. Strongly Disagree
Appropriate time was not devoted to each site
by the Director (s).
1 . Strongly Agree
2. Agree
3. Undecided
4. Disagree
5. Strongly Disagree
The role of "Trainee" was not clearly defined
in reference to his/her involvement at the
school site.
1 . Strongly Agree
2. Agree
3. Undecided
4. Disagree
5. Strongly disagree
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5. The availability of the Director (s) for
consultation, advice, etc. was not adequate
during the academic year.
1. Strongly Agree
2 . Agree
3. Undecided
4. Disagree
5. Strongly Disagree
6. The periodic "Trainee" Group meetings that
were scheduled by the Director (s) to instruct,
advise, etc. — accelerated the progress of
of the trainees in fulfilling the objectives
of the Training Program.
1. Strongly Agree
2 . Agree
3. Undecided
4. Disagree
5. Strongly Disagree
7. Which of the following categories most closely
approximates the Leadership Style of the
Training Program Director?
1. High Task/High Relationship
2. High Task/ Low Relationship
3. Low Task/High Relationship
4. Low Task/Low Relationship
8. Which of the following categories most closely
approximates the Leadership Style of the
Associate Director?
1. High Task/High Relationship
2. High Task/Low Relationship
3. Low Task/High Relationship
4. Low Task/Low Relationship
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B. Director's Analysis of Trainees and their
Site Involvement.
*Please answer the following questions as they
relate to your Training Program.
**Please circle your answers unless otherwise
instructed
.
9.
Were the faculty at the University (School
of Education) well informed of the "Admini-
strator Training Program" and its function?
1 . Yes
2 . No
3. Undecided
10. Do you feel that the contacts made by the
Trainees with the University (School of
Education) faculty were enhanced because
of the Training Program?
1 . Yes
2 . No
3. Undecided
11. As you perceive it, please evaluate the
"Training Group's" impact -- in terms of
contributions of expertise, etc. — at the
University (School of Education)
.
1. Excellant
2 . Good
3. Fair
4 . Poor
5. Undecided
12. Which of the following categories most closely
describes the Training Group's activities?
1. High Task/High Relationship
2. High Task/Low Relationship
3. Low Task/High Relationship
4. Low Task/Low Relationship
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13 .
14 .
15.
As Director/Associate Director list your
objectives/goals for the Training Program.
Which of the objectives/goals were not com-
pleted to your satisfaction?
Please recommend two changes in the Training
Program that could increase future success
at the school site.
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16. The goals and objectives of the Training
Program were clearly established with the
school sites prior to participation.
1, Strongly Agree
2 , Agree
3, Undecided
4, Disagree
5, Strongly Disagree
17. As the academic year progressed, the goals
and objectives of the Training Program re-
mained consistent with those goals/objectives
that were "agreed upon" in the initial stage.
1. Strongly Agree
2 . Agree
3. Undecided
4. Disagree
5. Strongly Disagree
18. The "on-site" time commitments of the Trainees
were not agreed upon during the initial stage
of the Program.
1. Strongly Agree
2 . Agree
3. Undecided
4. Disagree
5. Strongly Disagree
19. It was not made clear to the participating
school sites that the Program was in fact a
Training Program for graduate students.
1. Strongly Agree
2 . Agree
3. Undecided
4 . Disagree
5. Strongly Disagree
20 This type of "Administrator Training Program
has great potential for public school educa-
tion .
1. Strongly Agree
2 . Agree
3. Undecided
4. Disagree
5. Strongly Disagree
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E.P.D.A., PART C 1973-1974: FINAL EVALUATION
III. ANALYSIS OF THE
"ADMINISTRATOR TRAINING PROGRAM"
BY THE PARTICIPATING SCHOOL SITE
This portion of the Final Evaluation of the "Admini-
strator Training Program" is designed to relay information
and results concerning site involvement. The University
Graduate School of Education believes this feedback is
essential for evaluation concerning the validity of the
Training Program and its applicability to public education.
Although data about the location, nature and structure
of the school site is relevant, two perspectives are stressed
within this questionnaire:
1. The potential of the Training Program in theory
and the success/failure of the Program in
practice at your school site during the
1973-1974 school year.
2. The influence, effectiveness and growth of
the Trainee at your site.
This instrument should be completed by the administrator
who has linked the Trainee with the school site and/or has
collaborated with him/her concerning the type of involvement
desired
.
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Background Information
Name of school system
Location
Size (Urban, rural, etc.)
Number of students (*at the site)
Title/Position of the liaison individual
*******************************
Trainee's Name
Age Sex
Title/Position prior to appointment to the Training Program
Location of last position
Number of years at this position
Years of Professional experience:
Teaching
Administrative
Other (Explain)
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III. Analysis of the "Administrator Training Program" by
the participating school site.
A. The Training Program-Success/Failure?
*Please circle the alternative which best describes
your feelings.
1. The goals and objectives of the "Training
Program" were clearly established prior to
participation
.
1. Strongly Agree
2. Agree
3. Undecided
4 . Disagree
5. Strongly Disagree
2. As the academic year progressed the goals and
objectives of the "Training Program" remained
consistent with those goals/object ives that
were "agreed upon" in the initial stage.
1. Strongly Agree
2 . Agree
3. Undecided
4. Disagree
5. Strongly Disagree
3. The "on-site" time commitment of the Trainee
was not agreed upon during the initial stage
of the Program.
1. Strongly Agree
2 . Agree
3. Undecided
4. Disagree
5. Strongly Disagree
It was not made clear to you that the Program
was in fact a Training Program for graduate
students
.
1. Strongly Agree
2. Agree
3. Undecided
4. Disagree
5. Strongly Disagree
4.
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5, This type of "administrator Training Program"
has great potential for public school edu-
cation .
1 . Strongly Agree
2. Agree
3. Undecided
4. Disagree
5, Strongly Disagree
The "agreed upon" goals/objectives of the
Training Program were not completed to
satisfaction
.
your
1
. Strongly Agree
2, Agree
3. Undecided
4. Disagree
5. Strongly Disagree
As an Administrator, you expected the Training
Program to perform a service for the school
system
.
1. Strongly Agree
2. Agree
3. Undecided
4. Disagree
5. Strongly Disagree
8. In retrospect
,
the Training Program did not
perform a significant service for the school
system during the 1973-1974 school year.
1. Strongly Agree
2. Agree
3. Undecided
4 . Disagree
5. Strongly Disagree
B. The effectiveness of the Trainee at the school site.
*Please answer the following questions as they
relate to your school system and the involvement
of the Trainee.
**Please circle your answers unless otherwise
instructed
.
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9,
How many individuals, in each of the follow-
ing groups, did the Trainee work with at
your school site?
1. Teachers
2. Administrators
3. Students
4. Fellow Trainees
5. Other (Explain)
10.
Please list the "agreed upon" goals/objectives
between the Training Program and your school
site
.
11.
Which of the "agreed upon" goals/objectives
were not accomplished?
12.
Was the Trainee previously employed at your
school system?
1. Yes
2. No
217
13. Do you believe this was a factor in the
successful completion of the "agreed upon"
site objectives?
1 . Yes
2. No
3. Undecided
14. If your Trainee was a former employee, do
you think this past year has enhanced his/her
future effectiveness within your school system?
1 . Yes
2 . No
3. Undecided
4. Not applicable
15. Which of the following uncontrolled circum-
stances limited the Trainee's site involvement?
1. The site involvement was not limited
2. Travel allocations
3. Labor Union
4. Personality Clash
5. Other (Please specify)
16. Was one year a sufficient period of time to
accomplish the "agreed upon" site objectives?
1 . Yes
2 . No
3. Undecided
17. In retrospect, please evaluate the Trainee's
success in connection with your school site.
1. Excellant
2 . Good
3. Fair
4 . Poor
5. Undecided
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18.
Please recommend two changes in the Training
Program that could increase future success
at the school site.
19. The organization and administration of the
Training Program by the funded educational
institution was:
1. Excellant
2 . Good
3. Fair
4 . Poor
5. Undecided
20. If the Training Program were to be refunded
for another year, would you want the same
individual as the Trainee?
1 . Yes
2 . No
3. Undecided
21. During the past year, the Trainee was at the
school site approximately 20% of his/her time.
If the Training Program was to be refunded,
what percent of the Trainee involvement at
the school site would you suggest?
1 . 80 - 90%
2 . 70 - 80%
3. 60 - 70%
4. 50 - 60%
5. 40 - 50%
6 . 30 - 40%
7. 20 - 30%
8 . 10 - 20%


